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Abstract
This qualitative grounded theory approach study examined the process of academic advising in
community colleges in the United States. The purpose of this research study was to gain a better
understanding of the process of advising adult learners in community colleges. Because of
academic advisors’ unique positions, that is, they actively advise adult learners in community
colleges, a goal of this research study was to gain a better understanding of the process of
advising adult learners in community colleges from community college advisors themselves.
Accordingly, eight currently active community college academic advisors who advise adult
learners aged 25+ years were recruited to participate in this study. Data collection took place via
interviews. A total of fourteen interview questions were designed for the study. The questions
designed for this study addressed academic advisors’ views in regard to their training, their
advising techniques, their advising experiences, and their views pertaining to the advising of
adult learners moving forward. Findings from this study suggests that the distinctness of adult
learners as a population of students in community colleges requires academic advisors who are
aware of the academic and non-academic challenges adult learners can typically experience.
Findings from the study also suggests that an advisor’s willingness to attend to cognitive aspects
of adult learners’ community college experience, including matching skills levels with
coursework levels, can enhance adult learners’ academic success. Finally, behavioral style
aspects of academic advisors can affect the academic advising process of adult learners in
today’s community colleges.
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Introduction
The focus of this study is on adult learners aged 25 and over who attend community
colleges. This cohort of higher education students is the focus of this study because they are
increasingly becoming the majority of students enrolling in United States colleges (Jaschik,
2018). In fact, between now and 2024, the National Center for Education Statistics projects that
the increase for students over the age of 25 will outpace that of students under 25 (National
Center for Education Statistics, 2016). However, Shapiro et al. (2014) has noted that 31 million
students who have enrolled in college have never completed a program and earned a degree. Of
those 31 million, 75% attended a two-year institution, and 39.4% were above the age of 30, In a
more recent study, Person et al. (2019) also noted that many adult learners aged 25 and over have
attended college and earned some credits but have never earned a certificate or degree.
This study commenced as a result of numerous personal communications with adult
learners aged 25 and over who have attended community colleges. As a whole, this study is a
culmination of a 22-year journey of detailing expressions and views that some adult learners
have shared with me throughout those years. For instance, asking a working-class adult learner
the question, how are you doing? and the question is met with the response, I feel like I am
walking blind, and I can’t believe I let myself get into this type of situation. Or asking the
question, how is it going? and the response from so many is repeatedly, I’m so tired. Or, asking
an adult learner, what you up to? and hearing the response, I hate my life, made me aware that
their higher education journeys were not as good as they should be. In fact, their responses
demonstrated the fact that for some adult learners, the academic journey and all that accompanies
it, can be challenging because they feel they have no reliable advice to depend upon or follow.
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The preceding examples of adult learner personal responses and expressions help to
illuminate the reality that the burden of some adult learners can be immense at times because of
the various loads that many adult learners carry. For instance, it has been known for many years
that 80% of adult undergraduate students are also employed (Kasworm, 2010). Moreover, many
adult undergraduate students are simultaneously raising families as they attend college. In fact,
the largest share of parents attending college, 45%, attend community colleges (Gault et al.,
2016). Finally, many adult learners are underprepared for college, which further increases their
load. Consequently, many adult undergraduate students are simultaneously attempting to gain a
better understanding of the higher education system itself, at the same time that they are taking
courses within the system (Bohonos, 2013). Hence, adult learners' general loads can be affected
by many factors.
The academic load that adult learners carry can be affected by several factors. However,
one main factor can be academic advising. This is not meant to imply that academic advising in
general, affects students' academic load. It is meant to imply how academic advising is
approached and applied can affect learners' academic load. The ways that academic advising is
approached and applied is very much dependent upon an academic advisor's belief as to what
advising should be (Gordon, 1994). Therefore, advisors' approaches to advising can differ based
on varying truths as to what varying advisors believe the approach should be.
Varying truths are the result of the beliefs that one holds because of their perspective of
the situation at hand. In effect, a belief is dependent upon how an individual constructs their
knowledge and meaning of a phenomenon. In regard to this study, something to consider is some
advisors may cling to one truth, meanwhile, other advisors may cling to another truth, or even
multiple truths. In either case, each of their choices are ultimately based on what each of them
2

consider to be their individual truth. Consequently, in the end, in both cases, their truth fuels their
guidance. In discussing truth, James (1907) described three scenarios of one’s truth, its relation
to reality, and the ultimate recourse. More specifically:
1). An individual’s ideas become their own reality.
2). Resulting decisions are made because of one's perceived reality.
3). In due course, the consequences of the actions taken because of one's belief's in comparison
to consequences had their beliefs been different, will come to light.
One belief of academic advising is putting more "emphasis on advising" (Gordon, 1994, p. 71).
This can be especially true in community colleges because many adult learners begin a college
career at a community college (Habley & Morales, 1998). Moreover, most community colleges
have open-door policies that allow the enrollment of adult learners with diverse levels of skills
and abilities (Garcia Falconetti, 2020). The Center for Community College Student Engagement
(CCCSE) (2018) examined academic advising and they related effective academic advising to
the "intensity" (p. 8) of advising, which is the time dedicated to advising an advisee. In doing so,
they pointed out that students spending more time with advisors leads to better advising. On the
other hand, others have noted that the student ratios per each advisor can prevent this type of
intense advising from occurring (Gordon et al., 2011). Consequently, in-depth enhanced advising
is currently not typically approached by many advisors (Bailey et al., 2016). All said, the goal of
this study is to examine the community college academic advising process in an effort to learn
more about this phenomenon.
Background of the Study
Mulder (2019) stated that improvement of our community colleges involves "sharpening
the focus on the present environment and finding creative solutions to the challenges" (p. 942).
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One area that continually seeks both improvement and creative solutions is academic advising.
For example, during the past forty years the Global Community for Academic Advising
(NACADA) membership has increased from 429 members in 1979 to a current membership of
14,203 and their research database is updated continually. In fact, over the course of the past
forty years, the academic advising community has continually sought input for reform and
progress because they acknowledge that it is an ever-evolving process (Justyna, 2020). The
intent of this qualitative study and its grounded theory approach is to examine and expand upon
the body of research detailing academic advising, specifically, as it pertains to advising in
community colleges because, once again, many adult learners pursuing higher education
credentials attend community colleges (Habley & Morales, 1998).
Current Issues Related to Advising in Community Colleges
At issue today is the fact that many adult learners have reached the point in their lives in
which they are seeking academic and career related success (Bland, 2003). However, the adult
learner support systems in our colleges today are not meeting students' needs (Carlson, 2020;
Jackson, 2019). In fact, the CCCSE (2018) recently pointed out that 73% of students need more
student support than they are currently receiving from their institutions. In regard to a greater
need for support, one student narrative featured in the report went as follows:
When I started college, I had no, really, footing. I just came in, took some classes and I
was working full-time…I never felt like I had direction. I never felt like anyone was
there, had my back, or was helping shape me . . . at least giving me constructive feedback
on what I needed to be doing to get where I wanted to go. (p. 20)
The discussion of learners not having direction and support in community colleges was
recently illuminated by Xu and Ran (2020) as well. The researchers described how students
4

successfully transitioned from a non-credit granting status to credit granting status at a
community college, yet the students appeared to be on their own and lost when it came to
enrollment planning. Enrollment planning is related to academic advising, and academic
advising in community colleges is the central issue of this study. Therefore, the process of
academic advising during enrollment planning in community colleges will be addressed in detail
in this study. One process of advising is a developmental process. According to McClellan
(2007), an advisor who asks a student the types of questions more in line with a developmental
model of advising would likely address a learner's interests, skills, and goals to such a degree it
could help in designing an effective academic plan. This in turn would likely help to prevent a
student from feeling she/he has no footing or direction in college (Tobolowsky & Bers, 2019).
This is because a more in-depth battery of questions can reveal more in-depth knowledge of the
student from which to base program choice and program courses on (O'Banion, 2020).
On the other hand, an advisor who chooses to rely on a less progressive model of
academic advising may ask a learner a battery of questions that are merely prescriptive in nature
(McClellan, 2007). Consequently, much less relevant student information can be revealed than
that which is needed to best position a student within a fitting program, and a fitting level of
coursework based on their interests, skills, and goals (O'Banion, 2020). Given the varying
characteristics of community college students, a focus on student learning and development is
needed. This includes their interests, skills, and goals (O'Banion, 2020), and also, how they learn
(Himes, 2014).
The Community College Population of Students
Learning is related to interests and skill levels (Illeris, 2003) and student levels of
interests and skills can vary tremendously in community colleges because of the diversity of
5

student populations attending community colleges (Garcia Falconetti, 2020). Habley and
Morales (1998) pointed out some varying characteristics of students attending community
colleges, they include:
1. First Generation Students
2. Undecided Students
3. Underprepared Students
4. Socioeconomically Diverse Students
In discussing the populations of students who attend community colleges specifically,
Garcia Falconetti (2020) stated: "Community colleges have served as open-door institutions – as
the Ellis Islands of America’s higher education system – for decades, providing access for all to
a better quality of life" (p. 80). In her description of community colleges, Garcia Falconetti
(2020) helps us to understand that many students enrolling in community colleges consider
themselves to be workers first, and students second (Redfern, 2008). Moreover, many students
are adult learners who have been out the academic domain for varying periods of time (Skorupa,
2002). Finally, many community college students are not experienced in navigating the academic
environment (Bohonos, 2013; Velasco et al., 2020).
Together, Habley and Morales (1998) and Garcia Falconetti (2020) help us to understand
that many community college students may need an in-depth process of academic advising. In
fact, Peck and Varney (2009) stated: “Educators and administrators may assume that adult
learners need less attention than do the traditional-aged students when, in fact the opposite may
be true” (p. 1). The researchers clarified: “In reality, adult learners need as much as, if not more
than, their younger cohorts in the way of quality academic and student support” (p. 1) It follows
that, as Garcia Falconetti (2020) put it, "The door of higher education must not solely be opened
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– it is the responsibility of community college educators to ensure students are on the right path
to completion and meaningful employment" (p. 82). It further follows, that in-depth advising
could lead to a meaningful advising process resulting in the design of a path to help students
successfully reach their goals (Tobolowskya & Bers, 2019). Taken together, research suggests, if
more students could be given an in-depth process of developmental advising in community
colleges, their likelihood of succeeding would increase.
Statement of the Problem
As it stands today, it appears that a majority of students are provided with at least one
aspect of academic advising. That is, course selection and academic scheduling. In fact, research
demonstrated that 86% of returning students were provided an academic plan created with the
help of an academic advisor (CCCSE, 2018). However, research also points out that only small
percentages of community college students are graduating, and it is taking much longer than
expected to do so. To that point, the American Council on Education reported that there are
currently thirty-one million multiple-term college enrollees with less than two years of
accumulated college credits (ACE, 2017). Recently, Bentz (2018) revealed a similar cautionary
fact. That is, many colleges continue to experience low and drawn-out college completion rates.
More, specifically, only 30.9 percent of community college students are graduating after six
years, and only 32.9 percent of community college students are graduating after eight years.
A problem continually being overlooked by some may be that class selection, and scheduling is
not the sole support service that adult learners need from advisors (Eaton, 2020; McDonald,
2019). Other researchers also suggest that there are missing links related to addressing the needs
of adult learners participating in our institutions of higher learning (Carlson, 2020). In discussing
educational strategies meant to help college students reach their academic and career goals,
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Jarvis (2002) suggested putting more emphasis on the "educational strategies that focus on
developing people to live in society, as well as on making them employable" (p. 18). In
discussing the importance of student services, Jackson (2019) and Carlson (2020) each stressed
the importance of student support focused on students’ overall well-being. Finally, in discussing
student engagement at our colleges, CCCSE (2018) suggested: "whatever practices or programs
are contemplated, the design should be focused on promoting intentional and intensive student
engagement so the program or practice makes a difference" (p. 35). They further proposed:
"continuing professional development for the people charged with implementation" (p. 35).
Taken together, the main issue may not be that it is academic advising that matters per se.
Instead, the main issue may be an issue that O'Banion (1972) raised years ago, and that is, it may
be how advising is being conducted. O'Banion (1972) suggested that community college
advising should be conducted in a sequential 5-Step process relating student characteristics to
student programs and courses. Along those lines, Sapp and Williams (2015) asserted that they
find it essential that intentional questions are posed to students. Additionally, Bailey et al. (2016)
and CCCSE (2018) have each suggested that spending more time with advisors leads to better
advising. On the other hand, Bailey et al. (2016) and Velasco et al. (2020) have each pointed out
that in-depth developmental advising in its true sense is not practical because of the time it
involves as it relates to student/advisor ratios.
The current method of relying on a myriad of a profession's (Academic Advising)
members to successfully advise a myriad of student populations has not sufficed to date. Without
change, it is likely that the current method will not suffice moving forward. We are currently at a
point where adult learners are becoming the majority of students who are enrolling in our
colleges (ACE, 2017). Consequently, more knowledge in regard to approaches to advising at
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community colleges is needed. Himes (2014) pointed out, given the fact that “each student does
not construct knowledge (i.e., evaluate information) in the same way as others” (p. 11), learners
can experience varying levels of learning in varying timeframes. Consequently, “effective
educators must focus on the learning process for each student, not on the teaching process”
(Himes, 2014, p. 11). All things considered, if these types of problems that are related to student
learning (Himes, 2014) and student completion (Ellis, 2019), and are associated with learner
support (Bailey et al., 2016; CCCSE, 2018) are not resolved, they are likely to only become
worse. These contradictions warrant examination because academic advising is key to academic
success (Barnes & Parish, 2017; Hollis, 2009; Kuh, 2013).
Purpose of the Study
The purpose of this constructivist grounded theory approach study was to document and
examine the approaches of current community college advisors in an effort to better understand
how they typically approach advising adult learners in community colleges. Some important
aspects of this study involved gaining a detailed understanding of how advisors typically advise
adult learners. For example, are unique approaches utilized? Another important aspect of this
study involved gaining a better understanding of how adult students react to advising. Finally, of
great interest was the question of how advisors typically prioritize focal points during their
advising sessions, and how they perceive their advising techniques to be effective for adult
learners.
The participants for this study were eight active advisors currently advising adult learners
in community colleges. The value of a qualitative research approach and the "purposeful
sampling" (Reid, 1996, p. 388) method is, small relevant samples are able to yield large amounts
of meaningful data (Reid, 1996). For this study, those goals were met. This study acquired
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meaningful data relative to advising adult learners in community colleges that can provide a
better understanding of how community college advisors are similar in matters regarding the
advising of adult learners, and how they differ. This study also gained insight in regard to how
the process of advising adult learners in community colleges can be improved.
In a study commissioned by the Community College Research Center, Klempin et al.
(2019) pointed out that many challenges exist when it comes to advising in community colleges,
and improvements are needed. Similarly, Hayes et al. (2020) have asserted, as far as advising at
community colleges is concerned, there are needs for much improvement. Along those lines, Xu
and Ran (2020) concluded, as far as academic advising is concerned, many community college
students are ineffectively guided, and at times, even misguided. Hatch and Garcia (2017)
concluded that students "benefit from different types of advising at different times" (p. 380). As
noted, there are many instances when challenges of a broad scope of academic advising are the
focus of research.
On the other hand, there is very little research available, if any, detailing the prioritization
of focal points of academic advisors in community colleges, and the possible interactions that
can occur as a result of differences in advisors' prioritization of focal points when it comes to
advising adult learners. In an effort to better understand the process of advising adult learners in
community colleges, this study sought input from academic advisors themselves that would
reveal by self-report, community college advisors’ levels of priority, if any, that is placed on
adult learners' interests and goals (O'Banion, 2020), the behavioral affects that contribute to
learning versus mislearning (Illeris, 2003; 2004), and the possible cognitive and emotional
effects of learning that can affect adult learners in community colleges.
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The Research Question
In order to better understand the community college advising experience of adult
learners, the following overarching research question guided this study:
What are academic advisors' perceptions of effective advising processes for adult learners at
community colleges?
In an effort to gain in-depth detailed knowledge regarding the advising processes for adult
learners at community colleges, the following sub-questions were also addressed.
1) How do academic advisors address adult learner goals, interests and skills when
advising adult students?
2) How do academic advisors incorporate adult students cognitive learning aspects into
course selection and placement?
3) How do academic advisors address mislearning and its relation to student interests and
motivation during course selection and placement?
Significance of the Study
The significance of this study is its potential to shift future discussions from solely a
macro-level of examining academic advising models as a whole, to much needed micro-level
discussions of examining the process of advising adult learners at community colleges. In the
existing literature, there is a minimal amount of research available regarding academic advisors'
processes of advising adult learners in community colleges, and this is especially true in regard
to discussions of adult learners' successful learning outcomes and the resulting contributions
toward maintaining the motivation to complete their academic programs. This study focused on
research from the domains of advising, behavioral aspects of adult learning, and cognitive
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reactions to learning in an effort to provide an understanding of the relevance of the possible
interactions of these factors, which to date, have not been examined in this manner.
The findings from this study can be of great value to academic advisors who advise adult
learners in community colleges. The findings from this study can also be of great value to
community college administrators, and leadership teams of academic advisors who advise adult
learners in community colleges. The relativity of this study to the advising community
specifically is the constructionist epistemological standpoint of this study. That is, the "creation
of knowledge by the viewer and viewed" (Charmaz, 2000, p. 510) can equate to a direct transfer
of information from advisors to advisors. In effect, a significant value of this study is that it is
mainly an analysis of views from advisors' own worldviews. In sum, to a great degree, the
researcher of this study is merely an interpreter of the interpreted (the advisors), who is noting
relationships of advisors' views in regard to how they compare to a theoretical framework
constructed and supported by research relevant to adult learner advising, adult learning
processes, and cognitive reactions in learning situations.
Theoretical Framework
The theoretical framework of a research study "serves as the guide on which to build and
support" a study (Grant & Osanloo, 2014, p.13). Cai et al. (2019) stated "we believe that a
theoretical framework for a study is constructed through and for justification" (p. 219). They also
pointed out the importance of researchers clarifying the reasoning that supports the construction
of the theoretical framework.
The body of knowledge that supports the theoretical framework of this grounded theory
study was formulated by melding the O'Banion (1972) Advising Model, the Illeris (2003) Three
Dimensions of Learning, and Sweller's (1988) Cognitive Load Theory. The O'Banion (1972)
12

Advising Model is intended to inform sub-question 1, with a focus on the advising model's
attention to the importance of clarifying community college students' goals. Sweller's (1988)
Cognitive Load Theory is intended to inform sub-question 2, which focuses on the cognitive
aspects of learning, particularly, community college students' existing skills and knowledge, and
the construction of new knowledge upon existing knowledge. Finally, the Illeris (2003) Three
Dimensions of Learning Theory is intended to inform sub-question 3, particularly as it pertains
to student mislearning and its relation to student interests (see Table 1).
Table 1
Theoretical Framework Alignment with Sub-questions
Sub-question 1 - How do academic advisors address adult learner goals, interests
and skills when advising adult students?
Informed by: O'Banion's Model of Advising
a) A focus on skills, interests, and long-term goals is of great importance because it is
recognized as being related both to effective advising and students' academic success.
b) The clarification between vocational certificates and academic degrees, and their
specific course requirements are of great importance because it is associated with
student motivation and success.
c) Learner's abilities and skill levels compared to potential courses and course levels is
of great importance because they are each related to student motivation and success. It
is important to reveal these challenges prior to enrolling a learner in a course that may
prove to be overwhelming and discouraging.
Sub-question 2 - How do academic advisors incorporate adult students’ cognitive
learning aspects into course selection and placement?
Informed by: Cognitive Load Theory
a) Student interests can help minimize students’ potential for cognitive overload
because interest increases voluntary involvement, thereby potentially increasing
intrinsic load via understanding and learning. This enhances the motivation to
continue.
13

Table 1 (Continued)
b) A learner's level of acquired skills are related to their draw of extraneous cognitive
load. An excessive extraneous load has the potential of leading to cognitive overload.
c) Enrolling students in courses beyond their skill levels can relate to learner
expectancy. Meaning, expectancy of failure can increase as their success levels
decrease. This can lead to a loss of motivation to succeed as a result of emotional
factors.
Sub-question 3 - How do academic advisors address mislearning and its relation
to student interests and motivation during course selection
and placement?
Informed by: Illeris' Three Dimensions of Learning
a) Learning includes three dimensions: the content, the incentive, and the interaction
that takes place as a result of content and the incentive to continue.
b) A lack of understanding of the need for pre-requisite and required program courses
can lead to learner resistance to coursework.
c) Mislearning can be related to both the lack of relevant conditions conducive to
learning, or the lack of acquired skills from prior learning activities.
As Table 1 demonstrates, research suggests that there is a relationship between effective
advising and adult learner successes because knowledge of student characteristics can enhance
their academic success. The theoretical framework of this study points out in an in-depth fashion
that there are relationships between advising, student characteristics, learning and mislearning,
and cognitive overload. Further, the theoretical framework of this study points out that there are
interactions between advising, learning and mislearning, cognitive overload, and adult learner
skills, interests, and goals. The theoretical framework will be discussed in depth in Chapter Two
of this study.
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Limitations
This study was limited solely to community college academic advisors' process of
advising adults at community colleges. This study did not examine the views of adult learners
who attend community colleges or community college administrators. Given that adult learner
student populations continue to grow in community colleges, future research examining the
views of community college administrators and adult learners on this topic is needed.
. Other limitations include this study's focus solely on academic advising in community colleges.
Definition of Terms
For the purpose of clarity and uniformity in understanding the researcher’s perception, it
is imperative that various terms used throughout this study be clearly distinguished. The
following definitions, and descriptions of phrases and acronyms are presented so the specific
understanding and perceptions of the researcher can be conveyed and understood by the reader.


Academic Advising - For the purpose of this study, academic advising is defined as an
advising approach focused on "the individual student's concerns, needs, and aspirations"
(Gordon, 1994, p. 71).



Adult Learners - Students aged 25 years+ (Ace, 2017).



Attunement - "An attuning or act of making harmonious" (Collins English Dictionary,
2020).



Automaticity - The refined performance of activities as a result of extensive practice of a
specific task or domain (Marade et al., 2011; Sternberg,1985; Sweller, 1988).



Cognitive Attunement as a State of Mind – For the purpose of this study, is the mental
state in which the most favorable conditions for processing information exists within an
individual (Marade et al., 2011; Sternberg,1985; Sweller, 1988).
15



Cognitive Attunement as a Process – For the purpose of this study, revolves around the
assumptions that incremental interferences in learning are normal (e.g., the acquisition of
knowledge), yet, must be attuned/resolved (e.g., the effective processing of knowledge)
in order to return to a state of Cognitive Attunement (Marade et al., 2011;
Sternberg,1985; Sweller, 1988).



Cognitive Interference - For the purpose of this study, "interference" is defined as the act
of a missing component interfering with an action or interaction (Marade et al., 2011;
Sternberg,1985; Sweller, 1988).



Procrastination - "Slowness as a consequence of not getting around to it" WordNet
Dictionary, 2020).



Purposeful Delay - For the purpose of this study, "purposeful delay" is defined as an act
of free-will in deciding whether or not to exert energy to complete a task (Chowdhury &
Pychyl, 2018; Marade et al., 2011).



Voluntary Cognitive Withdrawal - For the purpose of this study, "voluntary cognitive
withdrawal" is defined as an act of free-will in deciding to withdraw from the
performance of a task (Chowdhury & Pychyl, 2018; Marade et al., 2011).

Chapter Summary
This chapter serves as an introduction to the background of this study and the
phenomenon being examined: The process of advising adults in community colleges. This
chapter details the study’s purpose, the research question and sub-questions, and the significance
of the study as it pertains to contributions to existing literature. This chapter also provides the
theoretical framework of the study, its limitations, and a definition of terms and phrases. The
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following chapter, Chapter Two, will provide an in-depth literature review that will delve deep
into the problem that this study addresses.
The literature review will begin with an overview of academic advising, its purpose, and
its historical beginnings. The review will continue with some current trends that are taking place
in community colleges today. The chapter will continue with an in-depth review of this study's
theoretical framework, beginning with the O'Banion (1972) Model of Advising, followed by the
Illeris (2003) Three Dimensions of Learning Model, and Sweller's (1988) instructional design
theory, formally known as Cognitive Load Theory. The chapter will conclude with a detailed
explanation of the theoretical framework's relativity to the process of academic advising in
community colleges.
In Chapter Three, the overview of the study, the theoretical perspective, and the research
methodology will be discussed. Finally, Chapter Four will discuss the findings, and Chapter Five
will discuss the relationships between the findings, the theoretical framework, and the research
questions that guided this study.
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Review of the Literature
Introduction
The purpose of this chapter is to review the literature that informed this study. This
literature review will begin with an overview of academic advising. More specifically, this
review will begin by addressing the following two questions:
1) What is advising?
2) What is the purpose of advising?
This chapter continues with a discussion of the historical beginnings of academic advising, then
progresses forward to some of the processes and advising models most utilized today. From
there, the chapter proceeds with a discussion of some current trends taking place in community
colleges today and how they relate to academic advising. The discussion of current trends will
transition to a discussion related to academic advisor training and competencies. This will be
followed by review of this study's theoretical framework, beginning with the O'Banion (1972)
Model of Advising, followed by the Illeris (2003) Three Dimensions of Learning Model and
Sweller's (1988) instructional design theory, formally known as Cognitive Load Theory. Finally,
this chapter will conclude with some explanations in regard to the theoretical framework's
relativity to the process of academic advising in community colleges today.
What is Advising?
Attempting to formally define academic advising is no easy task. In fact, as Bridgen
(2017) put it, "For decades, advising practitioners and scholars have worked toward developing
an identity for advising as a unique field of scholarly inquiry and practice" (p. 9). One would
think that today in 2021, it would be easier to define academic advising because Larson et al.
(2018) recently made an effort to define academic advising in a manner that could be "endorsed"
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(p. 82) by the Global Community for Academic Advising (NACADA). In their quest to define
academic advising, Larson et al. (2018) posed the question "What is Advising?" (p. 81).
Consequently, their effort resulted in academic advising being described as follows: "Academic
advising applies knowledge of the field to empower students and campus and community
members to successfully navigate academic interactions related to higher education" (Larson et
al., 2018, p. 86).
The Larson et al. (2018) description of academic advising may not have been as detailed
as some expected, or preferred. For example, Steele and White (2019) suggested that continually
subjectively defining the purpose of academic advising is unacceptable. Moreover, they stated:
"A clarified educational purpose of academic advising is necessary" (p. 1). The newly devised
description of academic advising does not describe advising or its purpose with detail by no
means. However, it turns out that this choice was intentional (Larson et al., 2018). The reason for
describing academic advising in the manner that it was described was because the overall
opinion of those involved concluded that:
A practitioner-derived normative definition might limit individuals and institutions,
particularly those not directly engaged in advising, from defining advising in a way that
primarily benefits a departmental (or personal) agenda rather than the student or the goals
of the occupation. (Larson et al., 2018, p. 83)
All said, the detailed purpose of academic advising in practice remains to be somewhat
subjective and elusive. Given that thus far, there is no single defining terminology available to
describe academic advising and the purpose of academic advising, the following discussion
presents some subjective views from knowledgeable scholars in the field of academic advising.
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What is the purpose of advising?
It seems logical that a good point from which to begin to explain the purpose of academic
advising would be to examine what academic advisors have to offer students. Steele and White
(2019) stated, "Academic advisers offer a unique perspective and expertise working on the front
lines with students. Advisers must examine, debate, and study educational policies, practices,
and issues at the organizational, institutional, and societal levels" (p. 1). From there, a logical
progressive next step forward in determining the purpose of advising would be detailing what
advisors typically do. In that regard, Fosnacht et al. (2017) stated that a goal of academic
advisors is to help students become connected to resources on campus that are likely to enrich
their academic experiences. They also pointed out that academic advisors can help students to
better understand the connections between their goals and their academic experiences. Finally,
Fosnacht et al. (2017) pointed out that academic advisors help students to overcome problems
that they may be experiencing.
Like Fosnacht et al. (2017), Pasquini and Eaton (2019) pointed out that academic
advising is a system of support in which academic advisors help students to “clarify their
personal goals and reflect critically on their educational experiences while considering their
future career objectives” (p. 101). Taken together, it is logical to conclude that the general
purpose of advising is for advisors to offer their expertise and work directly with students (Steele
& White, 2019). In as much, academic advising involves helping students to clarify their goals
and understand connections between their education and their goals (Fosnacht et al., 2017).
Finally, the general purpose of advising involves offering "guidance about degree planning,
course selection, and academic requirements" while considering students' future career
objectives" (Pasquini & Eaton, 2019, p. 101).
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In discussing the purpose of academic advising, it is also important to note Gordon
(1994) when she stated that opposing views can be commonplace in the field of advising. She
stated that opposing views can include a wide range of factors from defining academic advising
to adhering to a philosophy of academic advising, and it does not stop there. Opposing views can
also be prevalent in regard to the selection of an academic advising model to follow. As it
pertains to advising models, research has suggested that there are differences in views of
advising models because of the differences between academic advising models. Some notable
differences are the contrasts between a purely prescriptive model of advising and a
developmental model of advising (McClellan, 2007).
McClellan (2007) pointed out some differences as follows: "Effective advisors are driven
by an affection for and a desire to serve students and a concern for their growth and
development” (p. 43). According to McClellan (2007) this philosophy of advising separates the
developmental minded advisors from the strictly prescriptive minded advisors. In a similar
discussion of differences between academic advising models, Smith et al. (2006) explained that
advisors who typically favor the developmental side of advising over the prescriptivedevelopmental philosophy of advising are more likely to seek input from students regarding their
views of college and the reasons that they decided to attend college. These types of advisors who
lean towards the developmental philosophy also typically seek input regarding students’
motivation, their plans regarding the workloads associated with attending college, and their
techniques for adjusting to the many challenges that can arise in higher education. According to
Smith et al. (2006), “such inside information on individual students could help advisors prepare
to interact with, encourage, and possibly intervene for students at the beginning of their academic
careers” (p. 67). All said thus far, academic advising based on two different models, for example,
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a developmental model vs. a prescriptive model, is likely to result in two different lines of
questions being posed to advisees, and consequently, two different types of interactions between
an advisor and an advisee, and ultimately, two different outcomes being achieved.
Over the past decades, there have been individual preferences that oppose developmental
models of advising. In one example, Hemwall and Trachte (1999) reveal how a philosophy
regarding academic advising can differ based on individual preference. Hemwall and Trachte,
preferring a praxis model of advising over a developmental model of advising explained that
their view of advising is one in which the dialogue between the advisor and advisee is more
geared towards altering the goals and values of the advisee. In effect, “(making meaning of the
world to transform it) not self-actualization (primarily identifying individual self-development) is
the most important goal of praxis” (Hemwall & Trachte, 1999, p. 9). A view such as Hemwall
and Trachte’s (1999) has not been the only view against a developmental model of advising. In
fact, in his quests to promote an integrative learning theory (Lowenstein, 2014), and the learningcentered paradigm of advising (Lowenstein, 2009), Lowenstein has made numerous criticisms of
developmental advising. In this case, an additional question comes to mind as well. That is, is
Lowenstein’s main concern the advisee, or promoting the role of an advisor? Posting this quote
in its entirety gives the reader the opportunity to make that distinction. Lowenstein (2005) stated
the following:
The developmental paradigm helped define advising as a profession for 30 years, but it
fails to illuminate important areas of the profession’s possible impact. In particular, it
sheds no light on the relationship between advising and teaching. The learning-centered
paradigm offers to make the advisor’s role one of the most exciting and essential in
academe. (p. 73)
22

Regardless of all the criticism aimed towards developmental advising, and the
motivations behind the criticism, research suggests that the developmental purpose of advising, a
result of changes that have evolved and progressed throughout the history of academic advising
(Cook, 2009; Kuhn, 2008), has withstood the test of time (Crookston, 2009). The following
discussion in regard to the history of academic advising details some of the changes that have
taken place over time and resulted in developmental models being introduced, widely accepted,
and continually implemented.
An Overview of the History of Academic Advising
In effect, since the first American college began in 1636, there has been some form of
advising. In fact, Cook (2009) stated, ever since Harvard College was founded, and up to a
century later, “faculty, were responsible for advising students regarding their extracurricular
activities, their moral life, and intellectual habits. They acted in loco parentis” (p. 18). In loco
parentis is a translation from Latin meant to refer to one as acting in the place of one's parents
(Lee, 2011), and these types of relationships continued for quite some time. In fact, Lee (2011)
pointed out: "Until the 1960s, American universities have been deemed by courts to be acting in
loco parentis with respect to their students" (p. 66). As coeducation increased, early advising
methods evolved to meet coeducation needs as well. As it pertains to coeducation and the period
beginning in 1833, Cook (2009) stated "coeducation was the catalyst for developing the position
of “dean of women” (p. 18). Initially, “matrons,” “preceptresses,” “lady principals,” or
“wardens” were appointed to supervise the college life of women students” (p. 18). Cook stated
that these women who watched-over women students provided moral support as well as
guardianship, and it was from these evolutions that the field of advising developed. Cook stated
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“these women could be considered not only the precursors of advisors, but advisors for an
unserved population” (p. 18).
Kuhn (2008) refers to the time-period of 1636 -1870 as the "First Advising Era" (p. 3)
and explained that these small colleges were served by a president and faculty who assumed
responsibility for students' academic, intellectual, and extracurricular activities, and their moral
training. During this time-period, there was no need for assistance in choosing courses because
there were no alternative choices available. Each student adhered to the same schedule of
coursework. As the 1870s were approaching, so were ideas for change. Consequently, the period
of 1870-1970 is referred to as the beginning of the "Second Advising Era" (Kuhn, 2008, p. 5).
The second advising era began with the introduction to the availability of course options
for students (Kuhn, 2008). Cook explained the chain of events as follows:
1) 1869, Charles Eliot, President of Harvard University, in his inaugural address,
outlined his rationale for expanding the elective system.
2) The elective system introduced course choice to students and created the need to help
students choose courses appropriate to their skills, interests, and career goals.
3) 1870, Ephraim Gurney was appointed as the first dean in Harvard’s history responsible
for taking the burden of student discipline off of the president’s (then Eliot) hands.
(Cook, 2009, p. 19)
As institutions grew, and course options grew, so did the need for academic advising, and from
this growth, the traditional role of faculty advisor was born. By 1872, Harvard had instituted a
board of freshman advisors to help freshman choose electives (Kuhn, 2008). According to
Gordon (2004), "In 1873, the first Ohio State president is said to have met with freshmen after
Friday chapel every week to orient them to the college" (p. 17). Gordon, one of the founders of
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the modern-day freshman survey course (Gordon & Steele, 2003), stated: "These meetings
probably met the same need as does the currently used freshman survey course" (Gordon, 2004,
p. 17).
Students being allowed to choose college courses became the new normal during the
second advising era (Kuhn, 2008), and as the second advising era progressed into the "Third
Advising Era" (Kuhn, 2008, p. 7), the 1970s developmental models of advising intended to
further aid students during enrollment planning were introduced. In fact, in 1972, two models of
advising were introduced and each of them became widely accepted. In regard to the two
models, Gordon et al. (2013) explained that during the late 1960s and the early 1970s, students
were demanding help with planning their academic careers. Moreover, students were demanding
personalized attention to help accomplish these tasks. Gordon et al. (2013) stated, “it is no
accident that this was when Crookston's (1972) and O'Banion's (1972) models for a more
humane and developmental approach to advising students appeared” (pp. ix, x). With time, many
institutions came to understand the importance of academic advising and the relevance of its
relationship to student enrollments, and student retention.
The time period from the 1970s to the current day is recognized as the "Third Advising
Era" (Kuhn, 2008, p. 7). According to Kuhn (2008), during the fifty years since the third
advising era began, there have been, and still are, questions as to what academic advising should
be. Nonetheless, current trends in advising demonstrate that there are three predominate models
of advising as far as academic advising is concerned (Mu & Fosnacht, 2019). The three advising
models most widely used today are the prescriptive model, the developmental model, and the
proactive model. The following discussion of current trends in academic advising will detail
these three advising models to the extent that they relate to this study.
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Current Trends in Advising
According to Mu and Fosnacht (2019), the goals of academic advising include helping
"students identify campus programs, reach their goals, pick a curriculum to meet
their needs and institutional requirements" (p. 1284). Moreover, "Ideally, advisors hold a
strategic position that allows students to connect their academic choices to their larger goals
(both academically, professionally, and personally)" (Mu & Fosnacht, 2019, p. 1284). Based on
Crookston (1972), Crookston (2009) describes how this type of developmental assistance
involves interactions of a teaching nature from which the advisor and advisee discuss and
evaluate how best to achieve growth and development.
Developmental Advising
In discussing developmental advising, Crookston (2009) stated: "higher learning is to be
viewed as an opportunity in which the developing person may plan to achieve a self-fulfilling
life" (p. 78). He continued, "the perspective of work and professional training more properly
should be placed within the development of a life plan instead of the current tendency to prepare
one’s self for a profession and then build one’s life around it" (p. 78). That being said, it is also
important to note that the developmental approach to advising is one in which the teaching and
learning situation is a shared learning experience. More specifically, an advisor learns more
about a student and a student learns more from the advisor. After all, as Mu and Fosnacht (2019)
stated, the "advisors hold a strategic position that allows students to connect their academic
choices" (p. 1284). Meaning, the advisor is the expert when compared to the student. Yet, it is
only from the information compiled between the two, that can help to formulate a more
successful enrollment planning process (O'Banion, 2020), more specifically, the merging of
information related to programs, skills, interests, and goals (Cook, 2009; O'Banion, 2020). Some
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may refer to this type of information gathering during the advising process as intrusive (Glennen,
1976). In fact, proactive advising at one point in time, was actually referred to as intrusive
advising.
Proactive Advising
In discussing intrusive advising, Glennen (1976) explained that the word "intrusive"
itself, "connotes a tendency to thrust oneself into the affairs of others" (p. 48). Nonetheless, as he
promoted the model during the late 1970s, he continued to use the terminology, and emphasized,
in an academic setting, "intrusive counseling is essential" (p. 48). Strommer (1994) stated, an
advising model dealing with students "whose developmental positions and needs are vastly
different from one another" (p. 92) is hard to put into practice. In discussing intrusive advising,
Varney (2007) stated, it is important to be proactive and "not be afraid to get to know students
within professional boundaries" (p. 23).
Varney has been a proponent of intrusive/proactive advising for many years. In fact,
Varney (2012) pointed out that she played a role in transitioning intrusive advising from its
original nomenclature to its current classification of proactive advising. In that discussion, she
explained the importance of communication and being proactive when advising students.
Varney's point was, being proactive and helping students early on in their academic careers can
help them progress further in accomplishing their goals. In agreement with Varney (2012) and
Glennen (1976), Abelman and Molina (2001) stated, "personal contact in the most intrusive
interventions affords students the greatest opportunity to identify problems and generate
responsibility for problem solving and decision making” (p. 32).
In their studies related to intrusive advising, Molina and Abelman have noted that the
intrusive advising approach has been affective in increasing the GPA's of all of the students in
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their studies. Moreover, "Students with the highest risk of academic dismissal were the most
responsive to the most intrusive intervention" (Molina & Abelman, 2000, p. 5). Varney (2007)
stated, "intrusive advising differs from the more traditional prescriptive and developmental
models of advising because advisors are not only helpful and encouraging of students, but they
proactively make the initial contact with students…a pre-emptive strike, of sorts" (p. 23). An
advising model that is not recognized as being proactive is prescriptive advising (Varney, 2007).
Nonetheless, prescriptive advising is continually implemented, and for varying reasons. For
example, Strommer (1994) stated that many advisors understand the difference between
prescriptive advising and developmental advising. Nonetheless, when there are lines of students
standing outside of an advisor’s door needing to register before classes are filled, and the advisor
also has other obligations to fulfill such as an upcoming meeting, the go-to solution is a
prescriptive model of advising. In the following discussion, Crookston (2009) reflects upon the
Crookston (1972) discussions of prescriptive advising.
Prescriptive Advising
In describing the prescriptive advising relationship, Crookston (2009) reflects on the
topic as follows: “The doctor makes a diagnosis, prescribes something, or gives advice” and “if
the student follows the advice, the problem will be solved” and “in this context the advisor
presumably “teaches” and the student “learns" (p. 78). As noted thus far, both the developmental
model and the prescriptive model can be comprised of teaching and learning. However, a
difference between a purely prescriptive model of advising and a developmental model of
advising is, during a developmental process of advising, the learning is a shared experience.
Moreover, the setting is one that motivates a relationship of varying levels of discussion and
learning taking place by both parties. One party being an advisor, the other party being a student,
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and their common goal being, the achievement of goals by the student (Crookston, 2009). Eaton
(2020) feels that the advising environment plays a role in the advising process.
Recently, Eaton (2020) was discussing academic advising and an advisor creating a
climate in which advisees sensed a true sense of belonging and caring with all bias and predetermined notions set aside. In that discussion, she stated:
Advising sessions have the potential to be opportunities for students to express their most
authentic selves. A true place of belonging allows all people to feel that they can bring
their true selves to a place. Imagine an educational environment where a student feels that
they can bring their true selves to the environment. This type of educational environment
is void of shame related to academic under-preparedness or bias, and is an environment
in which students feel supported as they evolve personally and academically to new
levels of growth. (p. 1)
Eaton's dialogue is very much related to this study and its discussions of individuality, empathy,
and inclusion. Students differ in many ways. Some students are more prepared than others, some
are younger than others. Some students have more concrete goal structures than others.
Nonetheless, they each have a goal, and they each belong. Eaton (2020) points out, that they all
belong, and her discussion adds credence to community college students' needs for advising, and
the importance of advisors to possess an understanding of students' varying needs. One of the
most effective ways to grasp an understanding of students' varying needs is through
communication. In fact, interpersonal relations (Hughey, 2011) and communication skills are
some of the most needed competencies for the advising process. Menke et al. (2018) and
McDonald (2019) each detail some of the competencies needed to be an effective advisor.
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Competencies Recognized as Important for the Advising Process
McDonald (2019) reviewed intentional training methods for academic advisors. In her
review, she discussed training that academic advisors should experience as it relates to the
process of academic advising. In regard to training, McDonald pointed out the "need for training
in order to meet the needs of a changing student population amid increasing and varied curricular
opportunities" (p. 30). McDonald also pointed out some competencies that academic advisors
should possess, they included listening skills. She explained that there is a framework which
guides the process of academic advising, and the framework evolves around an environment of
caring and belonging. Consequently, "listening for the student’s internal frame of reference and
the need for conveying a nonjudgmental attitude are included in the communication skills aspect
of the training program" (Gordon, 1980, p. 336, as cited in McDonald, 2019).
As has been demonstrated thus far, skills and training related to the process of academic
advising evolve around listening, communicating, and building relationships. Additional research
has demonstrated, the competencies that advisors themselves feel are most important to
academic advising also evolve around communication skills and relationship building. In fact,
Menke et al. (2018) noted that all of the experts that they surveyed, "regardless of their advising
or administrative role" (p. 20), reported that "interpersonal, communication, and listening skills
were deemed essential for entry-level academic advisors" (p. 20). Additionally, student
development theory is important in advisor training programs because "an understanding of
developmental concepts is at the heart of the advising process" (Gordon, 1994, p. 72). In sum,
research demonstrates that many in the field of advising place a heavy emphasis on
interpersonal, communication, and relationship building aspects of academic advising as they
relate to the advising process. Research also suggests that knowledge of student learning and
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development is needed by advisors (Gordon, 1994). Gordon (1994) stated that all of this can be
taught to advisors: "the key is to convince advisors that being responsive to student needs is in an
advisor's…as well as the institution's…best interest" (p. 72).
According to McDonald (2019) one of the first things advisors need to learn is:
"undecided students are often confused about how to begin the process of career exploration and
planning" and that is, an "exploration of career and life goals can lead to academic program
choice" (Gordon, 1980, p. 337, as cited in McDonald, 2019). The idea that a student 's
exploration of career and life goals can lead to a student's academic program choice was
established by O'Banion in 1972. In fact, the term was featured as Step One of the O'Banion
1972 Model of Advising (O'Banion,1972).
The O'Banion Model of Advising
The O'Banion (1972) Model of Advising featured five sequential steps to advising, they
are listed in order as follows:
1. Exploration of Life Goals
2. Exploration of Vocational Goals
3. Exploration of Program Choice
4. Exploration of Course Choice
5. Exploration of Scheduling Options
When it was first presented, the O'Banion (1972) model was viewed as a positive contribution to
the field of advising and it has been highly regarded for many years. The O'Banion model has
been used as an advising model, and it has been utilized as a tool for advisors-in-training.
Virginia Gordon, a notable developer of advisor training literature and a past president of the
Global Community for Academic Advising, included O'Banion’s model of advising in her
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training manual (McDonald, 2019). More recently, one current community college president
noted how she relied upon the framework of O'Banion's model (Garcia Falconetti, 2020).
Additionally, in a recent discussion of O'Banion, Walter G. Bumphus, the current CEO and
President of the American Association of Community Colleges noted that O'Banion's model has
been "adapted by hundreds of community colleges and universities" (O'Banion, 2020, p. viii).
In regard to other discussions of the O'Banion model, in one of his reflections, Grites
(1994) explained that he was amazed that the two most cited articles on academic advising,
Crookston (1972) and O'Banion (1972) were both presented in the same year. He also noted that
these two models of advising which depart from a prescriptive model of advising and focus on
more developmental and holistic approaches to advising are the mainstays of advising today.
However, on the other hand, Grites (1994) also stated: "My most significant criticism of
O'Banion's model has always been that it is upside down in actual practice" (p. 81). The opinion
from Grites (1994) stems from his openly stated view that, "Students tend to seek advice
primarily on selecting and scheduling courses, at least initially" (p. 81).
O'Banion (1994), aware of the Grites view, stated: "Tom Grites notes that the model is
actually upside down in actual practice; "In reality students seek advice in the reverse order.
There is much truth in what he says" (p. 119). The aforementioned statements can lead one to
question the fact that what students want and when they want it, can differ significantly from
what they need. In fact, O'Banion (1994) mentioned as much when he offered the following:
"There is an appearance of logic to the steps, but what our students want and need, and when,
may not be at all related to this sequence" (p. 119).
Dependent upon the student, there are times when what a student wants, and what a
student needs can be different (Jobe et al., 2018; Xu & Ran, 2020). For example, a student may
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have a goal of becoming a Computer Science major because of immense interests and skills in
that general area. However, the Computer Science program may require numerous general
education and pre-requisite courses that can be challenging to the student. Hence, what the
student wants, and what the student needs can differ to such a degree that sequentially planning
an academic plan can become a necessity in creating the greatest potential for the student's
success because of the potential for mislearning, and the eventual possibility of cognitive
overload. An in-depth review of this study's theoretical framework, particularly the Illeris (2003)
Learning Model, and Sweller's (1988) instructional design theory, formally known as Cognitive
Load Theory can help to explain some of the affects related to sequentially planning, or not
sequentially planning, an academic plan during the advising process.
Revisiting the Theoretical Framework
As introduced in Chapter One, the theoretical framework of this study is comprised of
the O'Banion (1972) Advising Model, the Illeris (2003) Three Dimensions of Learning, and
Sweller's (1988) Cognitive Load Theory. Illeris (2007) explained that learning in higher
education involves a cognitive component, a learning component, and a social component. That
being said, as it pertains to the academic advising process of program selection, and course
selections, it is to the learner's benefit that an advisor becomes aware of the learners' prior
knowledge and experience (Illeris, 2007; O'Banion, 2020; Sweller, 1988) and any limitations that
may exist as it pertains to the amount of knowledge and experience that they possess (Illeris,
2007; O'Banion, 2020; Sweller, 1988). This is because there are limitations to the amount of
learning that can take place in a given time period (Sweller, 2010). Moreover, there are risks that
mislearning may occur (Illeris, 2007, 2015). The relationship between the academic advising
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process and the potential for mislearning (Illeris, 2003, 2007, 2015), can be explained by the
Illeris Model of Learning's focus on barriers to learning.
Illeris - Barriers to Learning: Mislearning and Resistance to Learning
Illeris (2015) pointed out that “all learning includes three dimensions: the content, the
incentive, and the interaction" (p. 29). He further stated that: "No learning process can be fully
understood without considering all three dimensions" (p. 29). The point meant to be made here
as it pertains to learning and content, is some learners may be less proficient with content than
others, however, all learners who have the incentive to try, deserve a chance to succeed, and
should be placed in courses and course levels comparable to their abilities.
Illeris (2015) continued the discussion on learning, pointing out the following two aspects
of learning. In as much, he focused on two points: 1) "Learning as addition includes cumulation:
starting a new mental scheme, and assimilation: adding new elements to existing schemes", and
2) "Learning as reconstruction includes accommodation: changing elements of schemes" (p. 29).
The point meant to be made here as it pertains to cumulation, assimilation, reconstruction, and
accommodation, is that some learners may perform at a slower pace than others, however, once
again, all learners who have the incentive to try, deserve a chance to succeed and should be
placed in courses and course levels comparable to their abilities.
Illeris (2015) explained that the potential of these types of learning barriers occurring has
much to do with the level of previous learning a learner has acquired in a given subject. In fact,
he stated: "Mislearning is mainly related to the content dimension and includes
misunderstandings" (p. 29). He continued, pointing out that mislearning can be related to a "lack
of relevant conditions or prior learning" (p. 29), both of which can be avoided with a sequential
order of advising that would reveal a lack of preparedness for a given course. Ellis (2019)
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suggested: "Educators and advisors must catch students early in their degree programs, as early
as their first semester" (p. 29). Once again, a sequential order of advising that would reveal a
lack of preparedness for a given course may be an effective method to become aware of any
challenges prior to enrolling a learner in a course that may prove to be overwhelming and
discouraging.
Mislearning is not the only learning barrier that was pointed out by Illeris (2015).
Another learning barrier related to this study examining the academic advising of adults is
"resistance to learning" (p. 37). Resistance to learning is much different from mislearning
because to a great degree, a resistance to learning is a voluntary act. Nonetheless, it is a learning
barrier, and one that should be advised against. This too, is a potential event that could be both
revealed and resolved during a sequential order of advising. Illeris (2004) pointed out some
issues that are directly associated with resistance to learning. He stated, it is unlikely for adults to
be willing to learn about something that they have no interest in, Marade and Brinthaupt (2018)
came to the same conclusion. The reason for this potential lack of learning scenario is, even if
adult learners do attempt to learn something that they have no interest in, their learning will be
minimal because of their lack of devotion to the task. It follows, that a learners' lack of interest in
a course, their lack of understanding of the reasoning behind taking a course, and/or their lack of
understanding of the relevance of a course to them personally, can in turn, likely lead to a
resistance to learning.
Merriam et al. (2007) noted that there is strength in the Illeris model of learning because
of its focus on barriers to learning. They explained that the model's use contributes to a better
understanding of resistance to learning, rejection of learning, and even, transformational
learning. On the other hand, there have been criticisms of the Illeris model. For example,
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Costandius and Bitzer (2014) stated: "The reason for adjusting the structure in Illeris’s
dimensions is that the emotional and cognitive are interconnected and, with the emotional
reacting before the cognitive, the cognitive often corrects the emotional (p. 78). However, as
noted by Merriam et al. (2007), Illeris (2002) clearly stated that these processes "should not be
regarded as separate, but rather as characteristics which can be combined in a single learning
event, each of them being more or less present or prevalent" (Illeris, 2002, p. 227, as cited in
Merriam et al., 2007, p. 99). In another discussion of the Illeris model of learning, Kasworm
(2006) stated, "At its core, this model advocates humanistic adult learning principles based on
adult learner needs, interests, and values. Accordingly, the Illeris model is fitting for a
framework designed to examine the advising process at community colleges.
In continuing the discussion of Illeris, Kasworm (2006) also noted that he felt the Illeris
contribution to adult learning was narrow in focus. To that point, Kasworm stated: "Illeris
provides a narrower perspective because of his prior research with a subset of adult learners (the
unemployed and the disadvantaged) and with subgroupings of adult education programs to
include adult vocational training, adult education centers" (p. 249). However, as it relates to this
study of advising adults in community colleges, it is the Illeris pinpointed focus on
disadvantaged learners that makes his learning model relevant to academic advising in
community colleges. This is because many community colleges are comprised of varying
populations of students, many who can be considered as disadvantaged. Taken together, gaining
a better understanding of how under-prepared and undecided students learn, can help to clarify
the type of advising process that is more applicable to their needs. Moreover, understanding how
under-prepared and undecided students learn, can be an aid in assuring that students are enrolled
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in courses relative to their levels of skills in an effort to assure that their assignments are
comparable to their levels of skills.
Sweller (2010) explains that a learner minimally passing a current assignment faces the
likelihood of repeated challenges if the learning is too far beyond the learner's scope of
understanding. This is because assignments to follow typically increase in difficulty in a
structured college class. Consequently, the learner's learning situation may become increasingly
difficult during the course of a semester. In turn, this increasing difficulty then has the potential
to decrease a learner's motivation to continue. To that point, Floris and Cuganesan (2019) stated,
"learning a new skill requires a very different approach to stepping up an order of constructive
development" (p. 517). Taken together, the following should be considered. Because of the
complexity of the material versus the learner's skill levels, a possibility exists, that the learner
may increasingly experience a loss of motivation to continue as their expectancy of succeeding
decreases (Feldon et al., 2019). It follows, that in due course, a combination of stress, cognitive
load and an ultimate loss of motivation has the potential to lead to course withdrawal (Illeris,
2007; Sweller, 2010) because stress is related to both cognition (Charles et al., 2020), and
cognitive load (Feldon et al., 2019).
Cognitive Load and Limitations to Learning
Cognitive load and students' limitations to learning are both related to the academic
advising process. This is because the courses that students enroll in should be well within their
abilities to successfully grasp the content of the course and successfully proceed forward in
learning. In discussing cognitive load, Kirschner (2002) explained that one of the uses of
cognitive load theory is its applicability in establishing guidelines in lesson planning, and that is
to "assist in the presentation of information in a manner that encourages learner activities that
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optimize intellectual performance" (p. 1). That said, just as cognitive load theory can be used to
assist in the creation and presentation of learning materials, it should also be considered in the
realm of academic advising as it relates to enrolling learners in coursework based on their
abilities to successfully comprehend learning materials without limitations.
A learner's existing skill levels, and applicable domains of skills are very much relevant
to their academic success (Sweller,1988). In fact, in discussing cognition and adult learners,
Merriam et al. (2007) stated, "considerable importance is placed on prior knowledge as well as
on new knowledge being accumulated" (p. 404). The researchers also clarified the point,
"therefore, in helping adults connect their current experience to their prior knowledge and
experience, we need to be knowledgeable about the amount of prior knowledge they possess in a
particular area" (p. 404). The point shared by Merriam et al. (2007) is very well taken because
the researchers illuminate the benefits of the ability of adult learners being able to construct
newer knowledge upon existing knowledge. However, the researchers also illuminate the
possibilities of potential negative cognitive consequences that can arise during the learning
process, especially as it pertains to learning novel tasks. That is, the potential of phasing out of
working memory and phasing into cognitive overload (Sweller, 1988).
In regard to working memory, Kirschner (2002) shared the following example. That is,
“short-term or working memory is what you are using at this very moment to process this text
(stimuli have entered your sensory register through attention and recognition)” (p. 2). Kirschner
continues, “you use it for all of your conscious activities and it is the only memory that you can
monitor” (p. 2). Kirschner (2002) then points out that “everything else — content and function
— is concealed until brought into working memory” (p. 2). In effect, Kirschner (2002) is
pointing out the fact that as we are reading this text, our memory load is at its capacity. We can
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not read this text, and at the same time successfully complete another task with our full attention.
Furthermore, working memory can use varying amounts of energy from low to extreme based on
existing knowledge. Consequently, the lower the level of existing skills a learner has, the higher
their potential for cognitive load because one reader may not be as proficient as another reader.
Consequently, the reader that is lower in proficiency may require more energy than the reader
with higher proficiency by means of having to refer to dictionaries or grammar checkers to fully
comprehend the text that is being read.
Sweller et al. (1998) pointed out that humans are typically able to process limited
amounts of informational tasks at a time. The researchers clarified, "According to schema theory,
it is through the building of increasing numbers of ever more complex schemas by combining
elements consisting of lower-level schemas into higher-level schemas that skilled performance
develops" (Sweller et al., 1998, p. 255). That being said, it illuminates the fact that a student who
does not seek academic advising, or is ill-advised and is enrolled in a course beyond their levels
of skills, may only be able to process limited amounts of information at a time, compared to that
of which is required for the course. According to Sweller et al. (1998), this is because "schema
construction has two functions: the storage and organization of information in long-term
memory" (p. 256), which equates to chunks of existing knowledge, "and a reduction of working
memory load" (p. 256) which results in less cognitive load. In effect, all "cognitive functioning is
hidden from view unless and until it can be brought into working memory" (Sweller et al., 1998,
p. 252), and more knowledge stored results in less cognitive load upon the learner.
The preceding clarifications from Sweller (1988) and Sweller et al. (1998) serve as
explanations to help clarify the cognitive process from which knowledge is constructed. The
discussion now continues with Sweller (1994), beginning with another explanation of a learner
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with very limited amount of knowledge versus a learner who can progress with very little
conscious effort because of their longer-term acquisition of existing schemas/knowledge. Sweller
(1994) explained in a step-by-step fashion that “a student who has just learned how to multiply
out the denominator of an equation cannot do so easily or fluently” (p. 297). Sweller (1994) then
pointed out that this is because the task is new to student. Finally, Sweller (1994) clarifies that
the student can only complete the task “with considerable thought and effort” (p. 297) because it
is a task that is new to the student, and in effect, the beginning student is struggling to complete
the task. In yet another example using reading as a task, Sweller (1994) explained that “an
educated adult can read text without conscious effort” (p. 297). However, on the other end of the
spectrum, “a child who has been learning for only a few years, while being able to read, will only
be able to do so with considerable effort” (p. 297). All being said, as it pertains to effort, the less
fluent an individual is in a domain of learning, the more time and effort it may require for them
to gain a full understanding.
According to Sweller (1988), the cognitive load imposed on a learner trying to solve a
problem they are not familiar with, can transition them from the attempt of constructing
knowledge, to an event of "complex problem solving" (p. 260). This is because the extraneous
information involved in the process of solving the problem can overwhelm the learner to the
extent that the learning content of the assignment fades out of focus, and the main focus then
becomes, how to complete the assignment (Sweller, 2010). To that point, Sweller (1988)
emphasized, "the cognitive-processing capacity needed to handle this information may be of
such a magnitude as to leave little for schema acquisition, even if the problem is solved" (p.
260). All said, although the learner may complete the assignment, it’s unlikely that sufficient
schema acquisition and construction of knowledge will occur over the course of a semester.
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Cognitive Load Theory (CLT) is concerned with instructional design, cognitive
processing, and the acquisition of knowledge (Paas et al., 2003). CLT is based on a system of
element interactivity (Sweller, 2010). As it relates to CLT, the relationship between instructional
design and cognitive processing evolves around three elements (Paas et al., 2003, p. 2), and the
three elements are:
1) "Intrinsic Load"
2) "Extraneous Load"
3) "Germane Load"
Intrinsic load is to be considered as the learning content. Extraneous load is considered as
information outside of the learning content, and germane load is considered as the information
that can help in making resolutions between intrinsic and extraneous load. Like intrinsic load,
germane load is under control of the learner, but only to the extent that the learner has existing
knowledge to correct any affect attempting to alter intrinsic load while conducting the task at
hand (Paas et al., 2003). For example, I am currently writing this paper and my direct focus is on
examining details regarding the academic advising process and detailing what is being written
within the content of this paper. However, associated with this paper, is its requirement that it be
written in APA format.
As most reading this paper understand, gaining an understanding of APA formatting is a
learning process within itself that takes time to develop, and most people reading this paper have
acquired those skills. Consequently, for those who have acquired those skills, it is no longer an
extraneous event, it is germane to writing research papers. Therefore, while directly focusing and
writing about the topic at hand, if I accidentally cite an author incorrectly, I possess the
knowledge to realize that I have done so, and I also possess the knowledge in working memory
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from which to correct the mistake without transitioning into extraneous load. Hence, intrinsic
load, supported by germane load, can minimize or even eliminate a transition into extraneous
load.
There have been criticisms of Cognitive Load Theory (CLT). For example, Schnotz and
Kürschner (2007) stated, "learning cannot only be enhanced by reduction of extraneous load, but
also by adapting the intrinsic load to the learner’s level of expertise" (p. 485). The researchers
offered a valid point. However, as Paas et al. (2003) have noted, "only a simpler learning task
that omits some interacting elements can be chosen to reduce this type of load (p. 485). In the
case of omitting an interacting element, in regard to writing a research paper, one could be
assigned to write the paper and not be required to adhere to APA format. However, the
consequences would be:
1) The tenets of writing scholarly research, including citing sources, and proper formatting
would not be taught.
2) Students may progress to a higher level of coursework without proper knowledge.
To continue, in their discussion of CLT, Schnotz and Kürschner (2007) also stated: "we
need a better understanding of how people learn under instructional guidance. We need to know
under which conditions specific instructional manipulations are effective, and why they are
effective under these conditions" (p. 504). The point being made by Schnotz and Kürschner was,
CLT is established as a theory only as a result of the sum of its parts, rather than on the basis of
each individual part of the theory. As it pertains to CLT being formally recognized as a theory, in
a review of the value of CLT based on the structuralist view, Gerjets et al. (2009) pointed out the
following, that is,
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According to the structuralist view, the scientific value of the fundamental theoretical
assumptions of CLT does not rely on their isolated empirical content and fallibility but on
their potential to form the basis of a theory net that allows the derivation of specific
predictions on how particular instructional manipulations influence learning outcomes
due to the pattern of cognitive load associated with them. (p. 49)
Detailing that there are indeed several inseparable interdependent factors involved in learning
situations, Paas et al. (2003) stated, “intrinsic, extraneous, and germane cognitive loads are
additive in that, together, the total load cannot exceed the working memory resources available if
learning is to occur” (p. 2). Meaning, that once the baseload has been met or exceeded, there is
no way to reduce the load other than “constructing additional schemas and automating
previously acquired schemas” (Paas et al., 2003, p. 2). It follows, that the individual
characteristics of each element of the Cognitive Load Theory can be distinct from the sum of its
parts without affecting its value as a theory. It also follows, that limitations to learning are
additive in the sense that they involve basic skills, and relevant supportive skills. Therefore,
limitations to learning are relevant to the process of academic advising of adult learners in
community colleges because limitations to learning can affect coursework if students are not
enrolled in courses comparable to their levels of basic, relevant, and supportive skills.
The Relation - Limitations to Learning, Learning Barriers, and Advising
Taken together, it was established that "CLT is an influential theory in the field of
cognition and instruction that has been developed substantially over the last 20 years" (Gerjets et
al., 2009, p. 49), and it explains the relationship between levels of skills and levels of
coursework. It was also established that the Illeris barriers to learning are recognized as positive
contributions to adult learning theory (Kasworm, 2006; Merriam et al., 2007), and skills and
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interests play a role in academic success (Illeris, 2004; Marade & Brinthaupt, 2018). As it
pertains to this study that is examining the process of advising adult learners, enrollment
planning involves considerations of goals, interests, and existing skills, and considerations as to
how interests and existing skills are likely to interact with the acquisition of new skills. CLT's
limitations to learning and Illeris' barriers to learning effectively explain these types of
interactions. All said, as it pertains to the selection of courses, and the scheduling of courses, the
preceding can serve as relevant explanations as to why the sequential 1-5 order of the O'Banion
(1972) Model can be warranted.
The O'Banion (2020) Advising Model of the 21st Century describes the college advisor
as an important person to a student who is planning a community college academic plan by
means of sequentially acquiring specific knowledge regarding skills, interests and goals. In
support of that notion, Illeris (2017) asserted that learning involves "action", "communication",
and "cooperation" (p. 12) to help discover learning barriers that may lead to mislearning and a
resistance to learning. In further support, Sweller (2010) discussed cognitive barriers to learning
and pointed out that because of the complexity of varying course materials versus a learner's skill
levels, a possibility exists, that a learner with limited existing skills may increasingly experience
a loss of motivation to continue as their expectancy of succeeding decreases (Feldon et al.,
2019). Therefore, elaborating on details (Marade et al., 2011) that will lead to beginning a task
that is relatively close in proximity to existing skills is important when planning any endeavor,
including an academic program. In sum, this helps to explain the O'Banion (2012) view
asserting: "If a college wants to boost student success from the first term through completion, it
must ensure students experience each step of the academic advising process" (p. 44). The
following discussion details academic advising in community colleges. Particularly, the
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importance of the need for effective advising in community colleges, and some of the reasons
why the state of academic advising in community colleges is of such great concern today. The
discussion begins with the fact that community colleges are the higher education institutions
most likely to accept students from all backgrounds, and they have varying levels of existing
skills.
Advising in Community Colleges
It is important to reiterate that community colleges are the higher education institutions
most likely to accept students from all backgrounds. In fact, in the study commissioned by the
Community College Research Center, Klempin et al. (2019), referred to community colleges as
"open and broad-access colleges" (p. 4). Accessibility to open and broad-access colleges can be
very beneficial to adult learners. However, it can also create challenges. For example, in their
discussion of community colleges and advising, Klempin et al. (2019) pointed out that
"caseloads for advisors can exceed 700 advisees" (p. 4) and they noted that this large
advisee/advisor ratio creates obstacles as far as student support is concerned.
Advising is intended to be a main support mechanism for community college students,
and the Community College Research Center supports the notion that at community colleges,
"advising should not be a one-time or a purely transactional experience" (Klempin et al., 2019, p.
3), instead, it should be an engaging experience. However, the advising process is not always as
engaging and effective as it could be. Hatch and Garcia (2017) characterized the current student
situation at community colleges as one of "serious and perennial concern" (p. 353). In their
examination of advising in community colleges, Hatch and Garcia (2017) concluded that
ineffective advising can be more detrimental than no advising at all, and they pointed out that it
is important to think about the type of engagement as much as the level of engagement. In as
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much, college practitioners should pay attention to "both goals and certainty" (p. 380) of students
during interactions.
Paying attention to both student goals and student certainty is intended to mean that
college practitioners' focus on students' goals, and minimization of students' doubt during the
college experience can contribute to a more successful college experience for students. It follows
that, an adult learner, who, based on their own perception and optimism, may proclaim that there
is an easy fix to a challenging situation, should never be countered with the proclamation that
there is not an easy fix to their situation. This is mainly because it can be counter-productive and
has the potential of decreasing student motivation. To a greater degree, it has the potential of
decreasing student motivation to continue the task at hand, student motivation to seek further
advising, or both.
Bohonos (2013) addressed the topic of engaging with adult learners, and the importance
of conveying to them, the respect that they deserve, he stated:
Often times, after spending just a few moments learning about my students, I feel
humbled that they are seeking my input on course selection and other academic
issues. In any other context, upper-level executives, grandparents, community and
civic leaders, as well as policemen or military personal would be seen as my social
superiors. In the realm of academia, however, I am the expert that these same people need
to come to for help. (p. 133)
The Bohonos (2013) discussion of engaging with adult learners is best summarized by his own
words: "as professionals in higher education, we need to understand that [a] specific lack of
knowledge is not indicative of a lack of commitment or ability" (p. 133). In their discussion on
the topic of engagement at community colleges, Klempin et al. (2019) explained that there is an
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attitudinal dimension to student interactions, and sustaining effective student engagement can
require a shift in perceptions for advisors and support providers. Along those lines, in discussing
advisors' and support providers' personal perceptions and student support, Lee (2018) suggested
that there is a need for "introspection" into "one's own" positionality as it pertains to "biases" and
the "experiences of others" (p. 6) when dealing with students and their learning situations. Along
those lines, Lee (2018) pointed out that supporting students through challenges and helping to
affirm their capabilities is important for students of all populations, and that is to include adult
learners. Lee (2018) explained that students want "authenticity and genuine interest” (p. 14)
when being helped. People can sense when someone is being genuine (Stepien & Baernstein,
2006), therefore advisors should demonstrate that they genuinely care. As Lee (2018) concluded:
"affirmation is considered emotional support" and "when one feels affirmed, they feel heard,
understood, and believed" (p. 10), thus, minimizing complications of their tasks.
Jaggars and Karp (2016) pointed out that college can be complicated because of all that it
entails, and as a result, students need support. The researchers listed some of the many decisions
that newly incoming community college students are faced with. For instance, community
college student decision processes typically involve potential program selections, long menus of
courses, and transfer options, each being items that advisees typically need assistance with.
However, there are times when effective assistance is not available. Like other researchers,
Jaggars and Karp (2016) also pointed out that in some community colleges, the case load for one
advisor can be so excessive, that its effectiveness is lessened.
Jaggars and Karp (2016) estimated a case load range of 800 to 1200 students per advisor
in some community colleges. They suggested that a transformation of the advising process in
community colleges is needed because 1) "there is no time for an in-depth discussion of the
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student's interests and strengths" (Jaggars & Karp, 2016, p. 54), and 2) there is a need for
"sustained, personalized support" (Jaggars & Karp, 2016, p. 53). Jaggers and Karp (2016)
explained in simple terms, students "who are undecided often feel confused and frustrated and
may want advisors to take more time to understand their individual situation" (p. 54). It follows,
that more effective engagement from advisors could lead to more student satisfaction, and more
participation in advising. This in turn, could lead to more on-time graduations. In fact, in their
examination of advising and student participation, Braun and Zolfagharian (2016) concluded,
achieving higher student satisfaction could result in greater retention levels and on-time
graduations.
Finally, in a very recent study pertaining to advising in community colleges, Hayes et al.
(2020) pointed out, "while 75 percent of first-year, first-time community college students aim to
complete a baccalaureate degree and graduate, only one-quarter of these students go on to
transfer" (p. 49). In their discussion, Hayes et al. (2020) acknowledged that the impact of the role
of advisors, "is much broader than the existing literature portrays" (p. 58). In fact, like the Hatch
and Garcia (2017) study, findings from the Hayes et al. (2020) study also suggested that advising
can have both positive and negative effects on student outcomes based on the advisor/advisee
interaction. All said, as it pertains to advising in community colleges, many researchers have
concluded and continue to conclude that improvements are needed. One of the most recent
studies on the topic offered the following: "advisors at community colleges can improve---or, at
the very least, better negotiate---the structure of advising by establishing and maintaining strong
lines of communication" (Hayes et al., 2020, p. 59).
In continuing the discussion on community colleges and advising, the discussion now
shifts to some very recent community college first-term transitioning events that relate directly to
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an academic dimension of the advising process in today's community colleges. The discussion
begins with a focus on non-credit seeking learners seeking credit-granting status, and it
concludes with some scenarios that also warrant examination.
Transitioning Through the First Term of Community College
Xu and Ran (2020) examined non-credit seeking community college students
transitioning to credit-seeking status. From a cognitive perspective, it appeared that the
transitioning process was successful because students transitioned from that program and entered
into the community college credit-granting sector. In fact, the researchers stated, "For those who
did transition to the for-credit sector, most started taking credit-bearing courses in their second
term of enrollment" (p. 96). However, the researchers also stated, "among the 1,104 transitioned
students, there were 881 distinct enrollment patterns" (p. 96). The researchers concluded, "these
students seem to be left on their own to figure out a path to the for-credit sector" (p. 96). Xu and
Ran (2020) related their findings to a 2011 study by Scott-Clayton who concluded, “for many
students at community colleges, finding a path to degree completion is the equivalent of
navigating a shapeless river on a dark night” (Scott-Clayton, 2011, p. 1, as cited in Xu & Ran,
2020).
The Xu and Ran (2020) findings can easily be related to O'Banion (1994) when he
described himself as a 24-year-old newcomer discovering the fact that it is not who advises
students, but how students are advised. Xu and Ran (2020) can also be related to Grites (1994)
when he asked, "have you ever tried to explore life goals with a student who has 10 minutes until
registration?" (p. 81). The method in which students are advised was examined by Bailey et al.
(2016) and they stated that the ratio of students to advisors is far beyond the limits of
effectiveness. Moreover, although a more successful method of advising, enhanced advising
49

exists, its use is more limited. Bailey et al. (2016) suggested that limited use of enhanced
advising is due to costs. All things considered thus far, in regard to advising, it appears to be a
question of what is most effective for the student, versus what an advisor's time allows, and thus
far, there appears to be no definitive answer to that question. O'Banion (2020) suggested of most
importance is what is most effective for the student.
The O'Banion (1972) Model of Advising proposed that the selection of courses should
take place during Step 4 of the advising process. Additionally, the model proposed that the
intended order of sequence for the scheduling of courses should take place during the final step
of advising, Step 5. O'Banion (1994), openly aware of the Grites view that the O'Banion (1972)
model was upside down, steadfastly stated: “I think the five steps are obvious” (p. 118).
As we progressed from 1994 to 2020, O'Banion's view, that "the five steps are obvious"
(p. 118), has obviously been persistently adhered to by O'Banion because his updated version of
the model makes no alterations in the sequential order of steps. In fact, in the year 2020, during
the forty-eighth anniversary of the model, O'Banion (2020) published an update to the model, the
"Advising Model for the 21st Century" (O'Banion, 2020, p. 1) and the sequential order was
unchanged. Relevant, as it pertains to this study, is the fact that the updated model features the
original five steps in their original sequence. That being said, the differences in the Grites (1994)
view of choosing and scheduling courses first, and the O'Banion (1972; 1994; 2020) views of
choosing and scheduling courses last, warrants further examination. Additionally, the differences
between the Strommer (1994) view that "O'Banion's developmental model is difficult to put into
practice with students whose developmental positions and needs are vastly different from one
another" (p. 92), and the Varney (2012) view that advisors should be proactive, warrants further
examination. Finally, this literature review has revealed that time is a factor that is related to
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differences in more effective advising, and less effective advising. Consequently, this
phenomenon recently noted by Bailey et al. (2016), and a concern repeatedly noted by Virginia
Gordon (1980; 1994; 1998) that "advisors do not have the time to become involved in the type of
advising that requires frequent contact with one student" (Gordon, 1994, p. 71), warrants further
examination.
What is Known?
In discussing what is known thus far, when it comes to advising students, there has yet to
be discovered a universal method that would work with all students (Grites, 1994; O'Banion,
1994). This can be attributed to individual differences among students, and also individual
differences among advisors. O'Banion and Grites, are both scholars in the field of advising and
they each expressed the view that there is no single universal method of advising. In fact,
O'Banion (1994) noted that he gave up either/or and yes/no assumptions years ago.
Another thing that is known is O'Banion has developed an advising model, and over the
past 48 years he has spent time refining the model as time has progressed. His most recent
venture at fine-tuning the model has once again demonstrated his firm belief that he has created a
sequential model and the sequence that he has created is the sequence most likely to result in
student success. This is most evident by a consistent order of sequence that he has not altered for
48 years.
In continuing, yet another thing that is known is that Grites has had many positive things
to say about the O'Banion Model of Advising, many noted within this paper. He also has some
criticisms about the O'Banion Model, as noted by Grites himself (Grites, 1994), and as noted by
O'Banion (1994) himself, and again, many noted in this paper. The main criticism by Grites is
based on his belief that the O'Banion Model is upside down. Understanding Grites' years of
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experience, and level of expertise in the field of advising, one has no choice but to take him
seriously. Taking all of this into consideration, one would now have to dig deeper to try to
determine, at the least, some answers to these questions. As far as answers are concerned at this
point, what is known thus far is Grites' view appears to be based on his opinion and his opinion
is based on what he believes to be his truth (James, 1907). That is, Grites’ belief based on his
view of academic advising. As noted in the chapter, there are many varying views when it comes
to advising in community colleges. Consequently, there are still many unknowns about advising.
What Remains Unknown?
In discussing what remains to be unknown, it is important to begin with the fact that both
O'Banion (1972; 1994; 2012; 2020) and Grites (1994) feel that they are correct in their views.
Research presented by Bailey et al. (2016) directly suggested that enhanced advising is needed,
which supports O'Banion's view, that an in-depth sequential order of advising is needed. On the
other hand, research presented by Bailey et al. (2016) suggesting that our education system
experiences a high ratio of students to advisors, lends support to Grites view that realistically
speaking, time for advising is limited, therefore O'Banion's model is not practical.
The Argument
A substantial amount of research presented in this study, Illeris (2003; 2007; 2009; 2015;
2017) suggested that from a cognitive and learning perspective, it may be more effective for
adult students if advisors adhered to O'Banion's (1972) original sequential order advising.
Similarly, research from Sweller (1988; 2010) and Sweller et al. (1998; 2019) suggested that it
may be more effective for students if advisors adhered to O'Banion's (1972) original sequential
order advising. In support of these findings, Fricker (2015) and Stormes and Gold (2016) have
each pointed out that academic advising is a critical component of student persistence. More
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specifically, the discussions and the decision-making processes that take place between a college
student and an academic advisor have the potential of encouraging a student to stay the course to
completion of their academic program (Hale et al., 2009; Holmes, 2014). In-depth discussions
between adult learners and advisers promotes the likelihood of discussing issues in detail and
elaborating on details (Marade et al, 2011) until mutually agreeing on appropriate actions to be
taken. Consequently, a student and advisor relationship has more potential to enhance students'
academic process by means of appropriately matching learners' skills, interests, and goals to their
academic program and courses (O'Banion, 2020).
In effect, an extension to advising as it pertains to advising adult learners in community
colleges is how an advisor advises (O'Banion, 2012) because an advisor acquiring specific
knowledge of learners' interests, skills, and goals enhances the advising process in community
colleges (O'Banion, 2020; Peck & Varney, 2009; Soqunro, 2015). An example of the importance
of possessing specific knowledge about learners is explained in the following sections. In one
example, the Global Community for Academic Advising (NACADA) website in November 2012
featured a McCalla-Wriggins (2009) article entitled "Integrating Career and Academic Advising"
(NACADA, 2012). On the website, the feature page ended as follows:
Conclusion
Integrating career and academic advising is an important consideration for advisors who
seek to better assist students as they make decisions that will impact the rest of their lives.
As reported in a 2007 NACADA survey, 74% of the advisors who responded agreed that
helping students make career decisions was important to their role as academic advisors.
In addition, 79% wanted to know more about how to effectively help students make
career decisions. When advisors have a clear definition of career advising, understand the
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similarities and differences between academic and career advising, obtain additional
resources and competencies, and work collaboratively with others on campus, they can
move toward this integration with confidence. (McCalla-Wriggins, 2009, in NACADA,
2012a, p. 1)
Another example is the following King (2002) article discussing two-year college
advising. The article was featured on the NACADA website in 2012 and it stated as follows:
Because most of our students are working and/or have families, their time on campus is
limited and their time for meeting with an advisor is limited as well. Consequently, the
time spent with an advisee typically focuses on the practical rather than the philosophical.
(King, 2002, in NACADA, 2012b, p. 1)
In summation, advisors who take the time to acquire learner-relevant information and acquire the
knowledge and understanding from learners from which to develop an effective plan of
enrollment in a community college, increase the potential for student success. As discussed, one
factor likely inhibiting the ability to acquire learner-relevant information is time, in some cases
because of students' allowable time (King, 2002), and in some cases, because of advisors'
allowable time (Bailey et al., 2016). It is likely that there may also be other factors affecting the
process of academic advising in community colleges.
Summary
This chapter reviewed the literature that informs this study and the combined elements of
the framework that explain the possible varying scenarios that can arise by utilizing the O'Banion
(1972) Model of Advising in its original sequential order. This chapter also discussed the
importance of advisors' carrying forward of acquired information from one step of the advising
process to the following step of the advising process, most specifically, information regarding
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learners' goals, their interests, and their levels of skills. Finally, this chapter discussed the
importance of advisors' sequentially combining all of the information acquired from learners
with their own expert knowledge in an effort to enhance students’ academic experiences in a
community college program. The following chapter, Chapter Three, will discuss the
methodology of this study.
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Methodology
Introduction
The purpose of this chapter is to introduce and explain the methodology of this study. As
mentioned previously, this study aimed to examine the process of advising adult learners at
community colleges. As this chapter proceeds, it will describe in detail the methodology that
guided this research study. To begin, the research design will be outlined. The research design
includes a discussion pertaining to the acquisition of knowledge, more specifically, the
epistemology. The discussion continues with a description and explanation of the theoretical
perspective. This chapter then proceeds with a discussion about the research methodology,
specifically, the research approach: constructivist grounded theory. The chapter continues with a
description of the method to include the data collection methods and processes, and an
explanation of the data analysis process. Finally, this chapter concludes with discussions
regarding the integrity of the study, researcher subjectivity, risks, and ethics.
Given that this study was concerned with advising at community colleges, this study
intended to examine several aspects of the academic advising process. That said, this study was
driven by the following research question:
What are academic advisors' perceptions of effective advising processes for adult learners at
community colleges?
As mentioned earlier, in an effort to gain in-depth detailed knowledge regarding the advising
processes for adult learners at community colleges, the following sub-questions were also
addressed to inform the answer of the overarching research question.
1) How do academic advisors address adult learner goals, interests and skills when
advising adult students?
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2) How do academic advisors incorporate adult students cognitive learning aspects into
course selection and placement?
3) How do academic advisors address mislearning and its relation to student interests and
motivation during course selection and placement?
As it pertains to methodology in general, considerations pertaining to a methodological approach
for this study ran concurrent with the formation of the research question. In support of this type
of early decision making, Crotty (1998) suggested that considerations regarding the
methodological approach should begin as early as possible, and those considerations should
include:
1) “What methodologies and methods will we be employing?”
2) “How do we justify this choice and use of methodologies and methods?”
(Crotty, 1998, p. 2).
Grounded theory is a qualitative research approach that would be very effective in a study
when the researcher's goals include gaining an understanding of a process (Charmaz, 2014). As
the term grounded theory implies, grounded theory is an approach in which a phenomenon is
examined from the ground up. Consequently, this research approach has the potential to provide
first-hand academic advisor accounts of detailed information related to the process of academic
advising in community colleges. As a result, the data collected for this study is considered to be
both relevant and useful.
As it applies to data, grounded theory is inherently based on the tenets that the researcher
is the data collector, the mechanism of analysis, and the implementer of inductive reasoning
when constructing meaning from data (Charmaz, 2014). It follows that the data collected for this
study was collected and conveyed following protocols and strategies of the grounded theory
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approach. In discussing strategies to use in a grounded theory research study such as this one,
Thornberg and Charmaz (2014, p. 155) discussed a series of actions to be taken. The actions to
be taken include the following:
1. Conduct data collection and analysis simultaneously in an interactive process.
2.Analyze actions and processes rather than themes and structure.
3. Use comparative methods.
4. Draw on data (e.g., narratives and descriptions) in service of developing new conceptual
categories.
5. Develop inductive abstract analytic categories through systematic data analysis.
6. Emphasize theory construction rather than description or application of current theories.
The research question for this study was designed in a manner in which it enhanced this
study's ability to emphasize theory construction. Based on Charmaz’s (2014) explanations
describing theory construction, this was accomplished by examining the process academic
advisors employ to advise students in community colleges during their academic advising
sessions. To further enhance this study's examination of the process, academic advisors were
invited to contribute their individual perspectives. It was expected that there would be varying
views among advisors. This is because in addition to some complicating factors that Gordon
(1994, p. 71) pointed out regarding higher education institutions and academic advising, (e.g.,
"the size of the campus, the predominant type of student, administrative support for advising"),
at the current time there are calls being made to re-define the profession of academic advising
(McGill, 2019), which insinuates variances in views within the profession itself. Finally, we are
also experiencing a time-period of increased adult learner enrollments (Murchison, 2018), and
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this is likely to give some advisors more varied adult learner experiences to draw from compared
to others.
Research Design
Crotty (1998) pointed out that qualitative research design methods have long relied upon
a series of steps to be taken during the research design process in order to maintain the
trustworthiness of the study. He specified that there are four layers that form a firm foundation
for a qualitative research design. The four layers include epistemology, the theoretical
perspective, the methodology, and the methods (collection and analysis of the data). These four
layers of research design are described in detail, beginning with epistemology.
Epistemology
The term epistemology means knowledge (episteme in Greek). Epistemology deals with
how we know what we know. From a contemporary view, epistemology is formally recognized
as the study of knowledge, to include reasoning, and even rationality (Goldman & McGrath,
2015). As it pertains to more historic ideology and qualitative research design, Crotty (1998)
explained the importance of epistemology in research, stating: it is “the theory of knowledge
embedded in the theoretical perspective and thereby in the methodology” (p. 3). Even more, it is
the “philosophical grounding for deciding what kinds of knowledge are possible and how we can
ensure that they are both adequate and legitimate” (p. 8). That being said, the constructivist view
was adhered to during this study. The constructivist view is relative and fitting for this study
because it is considered as a method of constructing knowledge both in individual settings and in
transactional settings. Along those lines, the “interpretive epistemology is also based on real
world phenomena” (Scotland, 2012, p. 12), meaning, our meaning is also constructed through
our interactions with the world. Many researchers have shared their views in regard to notable
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philosophers and the acquisition of knowledge, meaning making, individual differences, and
interactions. In discussing grounded theory specifically, Charmaz (2014) pointed out Vygotsky,
and in doing so, she noted the importance of considering "social context", "interaction", and
"interpretive understandings" (p. 14).
Although Vygotsky's work mainly focused on children and cognitive development, it is
widely understood by scholars including Charmaz (2014) and others that his work can be
adapted and "applied to both traditional and non-traditional college students" (Bohonos, 2013, p.
23). In discussing another notable philosopher, Hall (2013) reiterated Dewey's explanation of
transactional activity as follows. That is, transactional activity puts forward the notion that we,
and the world around us, are in a constant state of transactional activity. To interpret our
activities as transactional helps us to better understand that our lives are involved in a constant
state of actions and reactions from which knowledge and meaning are constructed. Concurrently,
we also come to understand that each “other” individual's knowledge and individual beliefs are
also constructed as a result of theirs and others' actions and reactions. Consequently, we are
afforded the opportunity to both understand and decipher others' meanings based on what we
perceive their construction process to be, how we interpret it, and how a theory can ultimately
explain it. With that said, this discussion now shifts to the theoretical perspective and the
interpretation of knowledge.
Theoretical Perspective
As for any study of a qualitative nature, it is from the theoretical perspective or
philosophical stance that the actual interpretation of data is based upon (Crotty, 1998).
Furthermore, it is from this type of systematic approach that the soundness of the research can be
deemed as justified, and thereby, trustworthy (Crotty, 1998). Given that this study is examining
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data provided by participants, "who own their experiences" (Thanh & Thanh, 2015, p. 25), and
the researcher is interpreting the experiences for detailed research purposes, a well-suited design
of making meaning out of the participants’ experiences and how they were constructed is
needed. Merriam (2002) suggested that a theoretical perspective directly related to gaining an
understanding of the things that participants experienced, and how they experienced them,
would be the interpretivists’/constructivists’ view.
Interpretivists’/constructivists’ adhere to the view that in order to understand an
individual’s world-view, one must interpret it to understand how it was constructed (Schwandt,
1994). Whereas this study aimed to interpret and grasp an understanding of advisors’ individual
input as it pertains to the process of advising adult learners, the theoretical perspective being
approached from an interpretivists’/constructivists’ philosophical stance falls right in line with
the methodology of this study. Furthermore, whereas the advisors' input comprised the data,
informed the researcher during the analysis process of this study, and in the end comprised the
findings, a theoretical perspective being approached from an interpretivists’/constructivists’
philosophical stance is considered to be justified because it emerges from the theoretical
framework of this study (Crotty, 1998; Merriam, 2002).
Revisiting the Theoretical Framework
As previously mentioned, the melding of the O'Banion (1972) Model of Advising, the
Illeris (2003) Three Dimensions of Learning, and Sweller's (1988) Cognitive Load Theory
comprise the theoretical framework of this study. It is from combined elements of this
framework that the process of academic advising can be explained. More specifically, O'Banion's
model of advising is useful as it relates to the potential to enhance students' academic success by
effectively matching learners' skills, interests, and goals to their academic program and courses
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(O'Banion, 1972). Additionally, the Illeris Model of Learning as it relates to barriers to learning.
Finally, Sweller's (1988) Cognitive Load Theory as it relates to learners experiencing extraneous
cognitive load as a result of inappropriately aligning coursework with students' cognitive
capabilities. As Crotty (1998) explained, qualitative research design methods have long relied
upon a series of steps to be taken during the research design process. He specified that there are
four layers of a research design. Thus far, two layers have been discussed, epistemology, and the
theoretical perspective. This discussion now shifts to the methodological approach.
Methodology
The research question and the justification of the methodology are all related. In fact,
Crotty stated, the answer lies “with the purposes of our research” (Crotty, 1998, p. 2) and this is
because the purposes of research should guide its design. Charmaz (2014) offered a similar
sentiment as she stated, “Let your research problem shape the methods you choose” (p. 27). A
researcher’s method of gaining a better understanding of a phenomenon is through a process of
inquiry and making inferences based on information that is obtained during that process. Dewey
(1933) explained the process of inquiry, reflection, and making inferences. That is, a
phenomenon that is absent can be revealed by a phenomenon that is present through the process
of inquiry.
Grounded theory refers to a method of inquiry, and concurrently, a product of inquiry
(Charmaz, 2005). Moreover, grounded theory also holds some multidimensional benefits, in that
it “allows for multiple data sources which may include interviews, observation of behavior, and
published reports” (Goulding 1998, p. 51). One aim of grounded theory is to develop explanatory
theory concerning social interactions (Annells, 1996). In discussing the historical heritage of
interactionism, Longmore (1998) explained that it is inquiries approached from a social
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perspective that can best provide insight to help us better understand interactionism, and his
explanation helps to clarify "the importance of observation and critical assessment of
experience" (p. 44).
In effect, this study had much to do with interactions and a critical assessment of the
experiences between an advisor and an adult learner during interactions. Equally, the current
study had much to do with a lack of successful interactions between an advisor and an adult
learner. All being said, and given that the philosophical stance of this study was approached from
an interpretist/constructivist theoretical perspective, it was most fitting that a constructivist
grounded theory approach be selected as the methodological approach for this study.
Constructivist grounded theory positions the researcher/author of the data as the re-constructor of
the participants' experiences and their meaning (Mills et al., 2006). In fact, Charmaz (2000)
expressed the importance of effectively capturing, interpreting, and disseminating participants'
descriptions of their experiences and their meaning. Charmaz is a highly recognized scholar as it
pertains to constructivist grounded theory. In fact, Charmaz has played a very important role in
the evolution of constructivist grounded theory. Charmaz, a former student of the founders of
grounded theory, Glaser and Strauss (Mills et al., 2006), has for years been a leading proponent
of constructivist grounded theory (Charmaz, 2014). Charmaz has long held the view that a
constructivist approach to grounded theory is applicable because participant data is not a
perception of reality; to the contrary, it is reality in fact, of what they experienced, and how they
experienced it (Charmaz, 2015). All of this was taken into consideration as it pertained to the
participants, the data, and the data analyses of this study, which will now be discussed.
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Participants
The goal of the researcher was to procure 8-12 active academic advisors advising adult
students aged 25+ in community colleges in the United States to participate in this study. The
method of choosing participants for this study was purposeful. To put it simply, in purposeful
sampling, “the researcher decides what needs to be known and sets out to find people who can,
and are willing, to provide the information” (Tongco, 2007, p. 147). The acquisition of a
purposeful sample of participants for this study was originally planned to be accomplished with
the aid of the Global Community for Academic Advising (NACADA) resource center.
The NACADA resource center maintains a Listserv email list comprised of members of
their Two-Year Colleges Advising Community and the researcher was offered access to the
Listserve to meet the needs of the purposeful sample required for this study (D, Krause, personal
communication, July 30, 2020). During further discussions regarding this process, the researcher
learned that there were 661 members of the two-year academic advising community who would
be able to receive email communications via the NACADA Listserv (D, Krause, personal
communication, October 27, 2020). In March 2021, after having the original IRB approved
participant recruitment invitation (see Appendix A) rejected by the NACADA Listserve, the
researcher was informed that during his earlier conversations, he had been misinformed by the
person from the NACADA executive offices who was communicating with him. Specifically, the
researcher was not told that in order to access the NACADA Listserv email list, he would have to
meet certain requirements, including being a member of NACADA for a minimum of two years.
Additionally, in order to access the NACADA Listserv email list, the study and its questions
would have to be reviewed and approved prior to gaining access to NACADA members (K.
Shiroma, personal communication, February 19, 2021). Thinking that this process was
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unacceptable, especially for a study intended to seek advisors’ open views about advising
without interference, the researcher chose another method of participant recruitment.
Appropriately, the researcher modified the original participant recruitment invitation text and
sought IRB approval to seek out 2-year college academic advisors on a one-by-one basis via
internet searches. The modified participant invitation letter received IRB approval on March 2,
2021 (see Appendix B).
The internet searches for participants began with a Google search by entering the phrase
community colleges in the United States as a search term. Once a listing of community colleges
appeared, the researcher searched community college websites links to connect with their
advising departments. Those community college websites with advising departments that offered
directories and email links to their academic advisors were selected one-by-one as they appeared.
Then, each academic advisor whose email address was listed, was sent an invitation email asking
them to participate in the study. For clarity, it was pointed out in the invitation email that the
electronically recorded interviews would be conducted via the Zoom digital application.
Additionally, the invitation email provided a brief overview of the interview process, the
approximate length of the interview, between 45-60 minutes, and the mention of a $25.00 giftcard as compensation for their time/participation in the study (see Appendix B).
The invitation process began on March 7, 2021. In all, approximately 300 invitation
emails were sent with an average of four to six invitation emails being sent to each college.
Acceptance of an interview invitation was communicated via return electronic email
communication from the invitee directly to the researcher. Upon notification of acceptance to
participate in an interview, each potential participant was emailed a consent form (see Appendix
C) and asked to provide a time that would be convenient for them to participate in an
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electronically recorded interview. This process was completed eight times and resulted in a
participant pool that was comprised of eight active academic advisors from eight different states
with ranges in experience spanning over 30 years. Based on the analyses that had taken place
from March through June of 2021, there were sufficient levels of participant variances to conduct
this study and the participant invitation process ended on June 28, 2021.
Data Collection
Data collection for this study took place via electronically recorded interviews by means
of the digital platform, Zoom. Each of the eight qualified participants (active community college
academic advisors currently advising students to include those aged 25+) participated in a oneon-one interview with the researcher. Interviews are typically a valuable method of acquiring
knowledge through conversations when a gently guided rather than a one-sided conversation
takes place (Charmaz, 2015), and that was the case for each interview for this study. To help
ensure that an interview can be successful, Charmaz (2014, p. 56) suggested that some insights
be considered. She offered the following:
1. Selection of participants who have first-hand experience that
fits the research topic.
2. In-depth exploration of participants' experience and situations.
3. Reliance on open-ended questions.
4. Emphasis on understanding the participant's perspective,
meaning, and experience.
5. Practice of following up on unanticipated areas of inquiry, hints, and
implicit views and accounts of actions.
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Given that the constructivist grounded theory approach of this research study was concerned
with participants' first-hand experiences, their perspective, their meaning, and their actions, these
guidelines were closely followed during the development of the interview questions (see
Appendix D) and they were closely followed during each interview. Each interview lasted
approximately 45-60 minutes and as suggested by Charmaz (2014), the interview questions for
this study were designed in a manner in which to encourage in-depth open-ended responses.
As demonstrated in Table 2, each interview question was designed to incite advisor
introspection, and ultimately reveal rich participant data by gaining insight into each advisor's
views of advising adult learners, and their experiences during the process of advising adult
learners. At the same time, each interview question aligned with the research questions of this
study. For example, Interview Question 1 was designed to incite feedback relating to the training
of academic advisors. However, the question was not an attempt to put words in participants'
mouths. In as much, this study, operating under the operational definition that a priority is
something more important than something else, it was understood that any topics not mentioned,
were not a priority in the participant's view as far as academic advisor training is concerned.
Similarly, Interview Question 6 sought input in regard to the advising model most
preferred. If the interview question response failed to mention life goals, vocational goals, the
role of basic skills and supporting skills, it was understood that factors not mentioned were not a
priority as it related to the participant's choice of advising model and what it addresses. Finally,
Question 14 sought feedback relating to any changes academic advisors would like to make to
today's academic advising process. It was understood that the factors that each participant
mentioned are the factors that are of a priority to them, and any factors not mentioned, are of less
of a priority, or not a priority at all to them (see Table 2).
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Table 2
Alignment of Research Questions and Interview Questions
Research Questions

Sub-Question 1

Sub-Question 2

Sub-Question 3

Sub-Question 1
informed by
O'Banion (2020).

How do academic
advisors address adult
learner goals,
interests and skills
when advising adult
students?

How do academic
advisors address
mislearning and its
relation to student
interests and
motivation during
course selection
and placement?

How do academic
advisors incorporate
adult students cognitive
learning aspects into
course selection and
placement?

Advisors should
possess an
understanding of the
psychological
relationship student
interests, goals.

Mislearning is
related to student
motivation. Is the
factor, student
motivation, a part
of advisor training?

Are the cognitive aspects
of learning, a part of
advisor training?

The advising of adult
learners is most
effective with
experienced advisors
knowledgeable of
adult learners.

Many times, adult
learners have to be
guided by creating
an understanding of
why a course is
needed.

In-depth experience
with adult learners
enhances the advising
experience.

Adults learn what
they want to learn
based on what is
meaningful to them.

Sub-Question 2
informed by Illeris
(2003; 2004; 2015).
Sub-Question 3
informed by Sweller
(1988; 2010).
Interview Question 1
How would you
describe your
training and learning
as it relates to
academic advising?
Interview Question 2
How long have you
been an academic
advisor?

Interview Question 3
How many students
do you advise, are
they all adult
learners aged 25+
years?

68

Expertise is developed
through the experience of
repeatedly performing a
specific task.

Table 2 (Continued)
Sub-Question 1
informed by
O'Banion (2020).
Sub-Question 2
informed by Illeris
(2003; 2004; 2015).
Sub-Question 3
informed by Sweller
(1988; 2010).
Interview Question 4
Please walk us
through a typical day
of your advising

How do academic
advisors address adult
learner goals,
interests and skills
when advising adult
students?

How do academic
advisors address
mislearning and its
relation to student
interests and
motivation during
course selection
and placement?

How do academic
advisors incorporate
adult students cognitive
learning aspects into
course selection and
placement?

Effective advising
should involve a
series of in-depth
discussions with each
advisee.

Are challenges with
any of adult
learners' required
courses addressed?

Are discussions related to
skill levels and course
placements routinely
addressed?

The exploration of
life goals and
vocational goal
cannot and should not
be separated.

An understanding
of students' views
towards coursework
is relevant to their
potential academic
success, and views
of advising.

An understanding of
students' existing skills is
related to their potential
academic success.

Opportunities to
explore life goals
must be a part of the
advising process.

Adult learners'
goals vary. Some
pursue vocational
goals, others pursue
academic goals.

The acquisition of new
skills involves possessing
basic and relevant
supporting skills.

Belief in worth and
dignity of all
students.

Understanding of
psychology and
sociology.

Knowledge of student
characteristics.

Knowledge of
vocational fields.

Knowledge of
programs

activities?
Interview Question 5
Are you at liberty to
apply any advising
methods that you
feel are fit for a
given situation?
Interview Question 6
What advising
model do you adhere
to?
Interview Question 7
Based on your
current experience,
what are the most
important skills and
competencies an
advisor should
possess for advising
adult students?

Knowledge of college Understanding of
programs and
decision making
courses.
processes.
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Knowledge of courses
and levels.
Knowledge of prerequisites.

Table 2 (Continued)
Sub-Question 1
informed by O'Banion
(2020).
Sub-Question 2
informed by Illeris
(2003; 2004; 2015).
Sub-Question 3
informed by Sweller
(1988; 2010).
Interview Question 8
Have you experienced
any surprises in the
field that were not
addressed during your
training to be an
academic advisor?

Interview Question 9
Are their times when
your advising load
interferes with your
ability to address the
advising needs of adult
students?
Interview Question 10
Are their times when
your other
commitments,
meetings, paperwork,
etc... interferes with
your time to address
the advising needs of
adult students?

How do academic
advisors address
adult learner goals,
interests and skills
when advising adult
students?

How do academic
advisors address
mislearning and its
relation to student
interests and
motivation during
course selection
and placement?

Traditional advising
methods are
becoming less and
less effective over
time.

Learning is a
desire-based
function for adult
learners.
Adult learners'
learning choices are
largely based on
usefulness.

The intensity of
effective and
engaging advising
can last up to one
hour.

Adults respond best
when they
understand the
meaning between
an educational
program and
themselves.

Less engaging
advising is related
to less effective
advising.
many entering
students rely on
family and friends
for advising.
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How do academic
advisors incorporate
adult students cognitive
learning aspects into
course selection and
placement?

Table 2 (Continued)
Sub-Question 1
informed by O'Banion
(2020).

How do academic
advisors address
adult learner goals,
interests and skills
when advising adult
students?

How do academic
advisors address
mislearning and its
relation to student
interests and
motivation during
course selection
and placement?

How do academic
advisors incorporate
adult students cognitive
learning aspects into
course selection and
placement?

Are students'
questions of, "who I
In your view, what are
am", and "where
some risks of adult
am I going"
students being illsufficiently
advised?
addressed?
Interview Question 12 This question seeks
advisors' dialogue
Please walk us through
and intends to gain
some typical
input in regards to
experiences of
what has worked
advising adults from
and what hasn't
their start of college
worked for adult
(first meeting) through
learners over time.
graduation?

There are risks that
potential learning
problems may not
be revealed or
addressed?

There a risks that
unmatched skill levels
and course levels may
result in emotional
problems that could lead
to a loss of motivation.
This question seeks
advisors' dialogue and
intends to gain input in
regards to any adult
learners' challenges
and/or resolutions
associated with the
acquisition of skills.

Interview Question 13

Less than 50% of
first-time college
students return to
the same institution.

Adult learners'
views vary based
on their perception
of the productivity
of resources.

Are the
characteristic
aspects of students
and learning
mentioned,
therefore, viewed
by advisors, as
factors important to
learn more about?

Are the
motivational
aspects of learning
mentioned,
therefore, viewed
by advisors, as
factors important to
learn more about?

Sub-Question 2
informed by Illeris
(2003; 2004; 2015).
Sub-Question 3
informed by Sweller
(1988; 2010).
Interview Question 11

Are there any specific
areas of advising that
adult learners are more
attentive to than
others?
Interview Question 14
If you could make any
changes to today's
advising process with
respect to adult
students in community
colleges, what would
those changes be?

This question seeks
advisors' dialogue
and intends to gain
input in regards to
any mentions of
transformational
changes of adult
learners over time.
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Are the cognitive affects
of learning mentioned,
therefore, viewed by
advisors, as factors
important to learn more
about?

The interview process for this study began on March 11, 2021 and ended on June 22,
2021. The environment for the interviews was one of relaxed open lines of communication
between the researcher and each participant. Each interview began with a short introduction
between the researcher and the participant, then the interview questions were presented one by
one. As recommended by Charmaz (2015), nearly all of the dialogue from each interview was
that of the participants. Participants were asked a question and given all the time that they needed
to respond to each question in any way that they chose, taking any amount of time that they
needed to respond without interruption. Each interview ended with the researcher thanking the
participant for their time and contribution, and the researcher extended an invitation to each
participant asking them to email the researcher with any concerns that they may have, including
reviewing the written transcripts of their interviews (Doyle, 2007) to assure that their
contributions would be communicated as given, and as intended (Merriam, 1998). To date, no
participant has emailed the researcher with any concerns regarding their interview, or any
requests for transcripts.
The transcription of each interview was conducted from within a private Zoom account
funded and maintained by the researcher. The Zoom digital platform produced both a video
recording and a transcript shortly after each interview was completed. Upon completion of each
interview, the transcript was meticulously checked for accuracy and prepared for sorting. The
following details the sorting and maintenance of data for this study.
Maintaining and Sorting Qualitative Data During the Analysis Process
The electronically recorded interviews and the transcribed data for this study were stored
for repeated intervals of data analysis. For the sake of privacy and security, no other individuals
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were allowed access to the researcher's desktop computer, its username, nor its passwords. In
regard to computers and software, it is important to note, as Zamawe (2015) stressed, that any
computer software program that is utilized, merely serves as an aid to a researcher who is
conducting research. Accordingly, any computer software programs utilized in data collection or
data analyses are to be considered as tools to utilize during research, not tools that perform data
collection or analyses as a function.
In discussing data analyses and tools to utilize during the data analysis process, Ose
(2016) pointed out that a main concern during data analyses is "efficient methods for sorting and
structuring data" (p. 161). Ose (2016) also clarified that in many social science research studies,
given the fact that it is the human mind that is actually analyzing the data, sophisticated
computer programs are not necessarily a necessity. Specifically, researchers who have daily
access to computer programs such as Microsoft Word and Excel, technically have the research
analysis tools that are needed to efficiently sort and maintain data. In view of the Ose (2016)
conclusions, this study utilized Microsoft Word and Excel during the data analysis process.
Ose (2016) detailed the efficiency of Microsoft Excel and Microsoft Word as they relate
to data analyses. In the discussion, Ose (2016, p. 154) explained that a five-step process allows
for organized sorting and management of interview data in the Excel computer program. The
five steps are as follows:
1. Define respondents.
2. Keep track of the sequence in each interview.
3. Combine all interviews in the same sheet.
4. Link the information in the columns to the quotes.
5. Include the code list in the same sheet as the coded interviews.
73

Ose continued the discussion, detailing the process of transferring the data from the Excel
computer program to the Word computer program.
In describing the data transfer process, Ose (2016) explained that transferring the data to
the Word computer program involves a copy and paste action of the table from an Excel
workbook to a Word document. Step two of the transfer process involves converting the
transferred Excel table text to regular text typically present in a Word computer program
document. Finally, the subchapters (the codes) from the Excel table can be organized as chapters
in the Word document, with each chapter representing a code (Ose, 2016). In the end, it was
from these Chapters/Codes that categories were examined and re-examined as suggested by
Charmaz (2014) in her discussions of Initial Line-by-Line Coding and the eventual Focused
Coding and the development of categories that took place during the data analysis process. The
following discusses the data analysis process that took place during this study.
Data Analysis
To begin, aligning this study's constructivist grounded theory approach with appropriate
data analysis techniques involved conducting initial line-by-line coding, repetitive memo writing,
and eventual in-depth focused coding. It was the adherence to this process that eventually led to
the formation of categories and emerging theoretical concepts (Charmaz, 2014). In their
discussion of grounded theory research studies, Mills et al. (2006) noted that the particular
grounded theory approach that is being followed sets the parameters of the study. The
researchers also noted that two clarifications should be made by researchers who are conducting
grounded theory studies. They are: "clarification of the nature of the relationship between
researcher and participant, and on an explication of the field of what can be known" (p. 26).
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For clarification, as for this study, what can be examined in detail from a constructivist
grounded theory approach and become known, is the area of knowledge informed as a result of
each participant's responses. Additionally, in clarifying the relationship between the researcher
and participant in this study, the parameters are described as follows. The researcher can be
described as an instrument who, beginning from the ground up, examines, categorizes, and
communicates each participant's response in an effort to construct theory utilizing a method of
constant comparisons of similarities and differences in participant actions and responses
(Charmaz, 2014). That being said, the analysis process for this study will now be explained.
Line by Line Coding.
Line-by-line coding is a process of organizing data. To a greater degree, it is an initial
process of examining participant data in preparation to create categories that most effectively
represent the content of each participant's responses. To that point, Charmaz (2014) noted that
initial line by line coding should never deviate from the participant data. Meaning, that as a
mechanism of data organization, the researcher's role is to organize the participant data solely for
what it is, just as it was communicated in the interview.
A benefit of the constructivist grounded theory approach and analyses utilizing initial
line-by-line coding is that it has the potential to lead a researcher to areas of new knowledge.
Hence, the grounded theory researcher who remains open minded and lets the data lead the way
during this type of approach has the potential of discovering novel analytical possibilities.
Charmaz (2014) attributes researcher discoveries to researchers' focus on participant interactions
of several elements including the following: Action, Meaning, Process and Situation (p. 117).
According to Charmaz (2014), "Line-by-line grounded theory coding goes deeper into the
studied phenomenon and attempts to explicate it" (p. 121). As a result, more in-depth
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considerations are likely to present. For example, memo writing and critical reviews of initial
line-by-line data can lead to the formation of initial categories based on comparisons of each
participant's responses (Charmaz, 2014).
Based on Charmaz (2014), some example data comparisons that were relative to this
study included the following:
1. How did this advisor's academic advising process develop?
2. How does this advisor act during the advising process?
3. What does this advisor profess to think and feel during the advising process?
4. What did this particular advisor's observed interview behavioral manner indicate?
Initial data comparisons and relative memo writings are typically broad in scope and considered
as early-stage considerations of organizing the data contents (Charmaz, 2014). However, these
techniques were very useful during this constructivist grounded theory approach because
repetitive initial memo writing during line-by-line coding led to more in-depth critical analyses,
and this process led to more focused coding.
Focused Coding
Just as the term implies, focused coding is also an in-depth approach to analyzing and
coding data. The purpose of focused coding is the eventual process of narrowing the focus of
data to more detailed and specific categories. Charmaz (2014) explained that focused coding
leads first to tentative categories. From there, the evaluation and re-evaluation of tentative
categories eventually leads to the formation of conceptual categories. And just as memo writing
plays an important role in initial coding strategies already discussed, it plays a vital role in
focused coding as well. In fact, Charmaz (2014) stated: "By writing memos on your focused
codes, you build and clarify your category by examining all the data it covers and by identifying
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variations within it and between other categories" (p. 190). Hence, the relationship between the
researcher, memo writing, and coding continued throughout the data analysis process of this
study.
The relationship between a researcher, focused coding, and memo writing can be
considered as one consisting of a researcher repeatedly writing memos, following-up on data, reexamining data, and moving forward in gradual continual attempts as relevant information
emerges. Charmaz (2014) pointed out, as categories are developed and modified, "you can see
which ones to treat as major concepts in your analysis" (p. 234). This is because memo writing
serves as a useful aid in helping to flag incomplete categories that can lead to gaps in analyses.
Concurrently, memo writing serves as a useful aid in helping to better refine categories and
develop new ones (Charmaz, 2014). All said, a benefit of remaining engaged in memo writing
throughout the coding process for this study, served as a mechanism to continually inform the
researcher of the relevance of existing categories and the potential formation of additional
categories. Accordingly, memo writing was applied throughout both the initial line-by-line
coding phase and the eventual focused coding processes that took place. Taken together,
adhering to the tenets of the constructivist grounded theory approach (Charmaz, 2014) and the
tenets of qualitative research design (Crotty, 1998; Merriam, 2002), attention to details during
data analyses helped to assure that this research study and its data analysis practices were sound,
which in turn, helped to contribute to the soundness and the integrity of this study overall.
Integrity of the Study
As noted throughout this paper, careful attention to details in regard to research design
(Merriam, 2002) and philosophical boundaries (Crotty, 1998) were adhered to in order to
maintain the integrity of this study. For example, memoing and chronicling have taken place
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from the onset of this study. Memoing is an essential part of grounded theory research. Memos
help with clarification, and articulation. In addition, memos serve as an audit trail of how and
why decisions were made during a study (Birks et al., 2008). Another tenet adhered to was
"researcher reflexivity" (Creswell & Miller, 2000, p. 127). Charmaz (2006) emphasized the need
for openly presenting the researcher's reflexive stance in a research study. Accordingly, the
following paragraphs serve as clarification that for this study, the researcher was not in a position
of contentedness, nor discontentedness (Thomson et al., 2016) with the process of academic
advising in community colleges. The researcher position in this study was to present a reflexive
(Charmaz, 2015) view of perspectives (Berger, 2015; Mason, 2002) of the process of academic
advising in community colleges.
Further, regarding triangulation, this study presents varying viewpoints of advising in
community colleges by means of member checking. Meaning, participants were given the
opportunity to email the researcher with any concerns including reviewing the written transcripts
of their interviews (Doyle, 2007) to assure that their contributions would be communicated as
given, and as intended (Merriam, 1998). These varying perspectives align with the tenets of
triangulation. In describing triangulation, Carter et al. (2014) stated that it "has been viewed as a
qualitative research strategy to test validity through the convergence of information from
different sources" (p. 545). The Carter et al. (2014) view is in line with that of Creswell (1994)
who asserted that bias seemingly present in one source of data can be neutralized when
combined with other data sources. This can be especially true when the focus of information
remains on the views provided by the participants. Creswell and Miller (2000) pointed out, the
primary lens, "is always that of the participants in a study" (p. 129). In sum, adhering to the
tenets of triangulation, contributed to the integrity of this study. Additionally, the integrity of this
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study can be affirmed by its audit trail, "researcher reflexivity" (Creswell & Miller, 2000, p. 127)
and the researcher's reflexive stance (Charmaz, 2006) which is demonstrated by this researcher's
choice to clearly outline positionality as it relates to subjectivity.
Subjectivity Statement
As a person, and as a researcher, I am very much aware of the problem that I am
researching. Nonetheless, I consider my position to be one of an inquirer. I consider my position
to be one of an inquirer because in all my years as a student, I have never personally experienced
ineffective advising and having not experienced ineffective advising myself contributes to my
curiosity and my questions. That is, I have long had questions of both students' roles as they
pertain to advising, and advisors' roles as they pertain to advising. Consequently, I have
examined this phenomenon from several angles over the course of twenty years to include
scholarly research, community college reviews, even student commentary on social media sites.
My position has never been to opine about advising in a positive manner or a negative
manner. Instead, my position has always been one of a discoverer of information, and how it
relates to areas of concern. My position has also been one of never making or relying on
assumptions in research. For example, in melding the theoretical framework of this study, it was
clear that the Illeris’ (2003) Model of Learning was applicable to adult learners because it is
clearly recognized as such. Similarly, in regard to cognition, it is well documented that learning
takes place over a period of years spanning the entire range of adulthood (Merriam et al., 2007;
Sternberg, 1985), consequently Sweller's (1988) Cognitive Load Theory is applicable to this
research study. Finally, in regard to O'Banion (1972), O'Banion never specifically mentioned the
advising model's applicability to adult learners. Out of curiosity, in a form of background work,
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during the course of designing the theoretical framework of this study, I contacted O'Banion by
email for clarification. In his reply, O'Banion stated:
Although I may not have said that my model was applicable for adult learners, it
absolutely is. In the 70s, when I first created the model, the field did not identify adult
learners as a specific group, we assumed all students in the community college were adult
learners (T, O'Banion, personal communication, May 8, 2020).
The clarification by O'Banion addressed and eliminated what was my only concern about
this study's research design. This is because the clarification by O'Banion removed any
assumptions or reliance upon assumptions that the O'Banion Model of Advising is applicable to
the process of advising adult learners. It follows that the research design of this study is free from
assumptions, and preconceived notions.
All being relevant, and all being addressed, as discussed throughout this section
pertaining to researcher subjectivity and researcher positionality, it has been demonstrated that
this study was designed and conducted in an ethical manner, with a focus on revealing the data
solely for what it is, and with no interference whatsoever. The following paragraphs will discuss
some other areas of behavior that are highly important in both academics and research, and they
are risks and ethics.
Risks and Ethics
Prior to accepting a potential study from a researcher, the University of Memphis
Institutional Review Board considers the fact that researcher training has been met, and
documentation affirming said researcher's training has been verified. Included in researcher
training are multiple assessments in regard to researcher implementation of a study, researcher
ethics, and conduct. I successfully completed the required assessments and possess an
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understanding of human subjects research implementation, and research codes of ethics.
Considering all of this as it pertained to the design of this study, I submitted this study for IRB
approval by the University of Memphis Institutional Review Board and it was approved on
October 15, 2020 (see Appendix E), and its modification was approved on March 2, 2021(see
Appendix F).
Confidentiality
Participation in this study was voluntary and confidentiality will forever be maintained
within the limits allowed by the law. Confidentiality will be continually maintained by keeping
anonymous any identifiable information that was contained within the interview transcripts or
any other responses. This type of information has no relevance as it pertains to the study and
therefore does not need to be communicated any farther than the researcher. All consent forms
and files that were a part of this study are maintained in a locked file cabinet and remain only in
the possession of the researcher. Upon completion of the study, any identifiable information will
be permanently destroyed.
Chapter Summary
In this chapter, the overview of the study and the purpose of the study were reintroduced. This chapter then continued with a description and explanation of the methodology
to include the qualitative research design. The four layers of the research design include the
epistemology, the theoretical perspective, the methodology, and the methods. This chapter also
re-introduced the research question and the theoretical perspective. The chapter continued with a
discussion related to the constructivist grounded theory methodological approach of this study
including the participants, data collection, and data analysis. The chapter concluded with a
discussion related to the integrity of this study and researcher certifications as they pertain to
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understanding risks, ethics, and confidentiality in a research study. The following chapter,
Chapter Four, will discuss the findings of this study.
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Findings
Introduction
This study examined the process of advising adult learners in community colleges. The
findings from this study encompassed the views of eight currently active academic advisors from
community colleges in the United States. Each advisor provided information relative to their
careers, development, and activities as advisors. In all, this study represents the views of one
active community college advisor from one community college located in one of the following
states: Arkansas, Florida, Georgia, Iowa, Ohio, South Carolina, Texas, and Utah. The following
provides some introductory information about each participant (see Table 3).
Table 3
Participants’ Advising Experience and Number of Advisees
Participant

Years Advising

Number of Advisees

Brenda

9

450

Derrick

33

950

Roselyn

9

150-200 (Assistant Director)

Emily

26

800

Diana

10

350 (Director)

Jessica

21

300-350 (Director)

Walter

4

500

Erin

3

25 (at-risk students)
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The Participants
Brenda began her higher education career in the Admissions Department of her
institution. She is currently an advisor, and she has been advising students for nine years. In
discussing her training to become an academic advisor, she described it as a process of learning
on your own and “trial by fire,” meaning she was starting a new job and learning about it at the
same time. She credits her personal mentality of being a “self-starter” as a force in helping her to
“figure it out” on her own. She stated that during the learning process, there were times that her
student roster included up to 450 students ranging from high-school graduates to retirees
returning to college. When asked about her view regarding the most important skills and
competencies an advisor should possess for advising adult students, she stated that for her,
empathy is the most important factor. She explained that the main reason she felt empathy was
so important is because her college has single parents, and some adult learners who have been
recently divorced. She then pointed out that some adult learners at her college have children in
grade school, and some have children even younger. In her view, understanding where these
adult learners are currently in their life is important when it comes to advising them.
Derrick has been advising students for 33 years. Throughout his career, he has advised
students at three different institutions. His current community college has approximately 1900
enrolled students and he is the only advisor at the institution. He pointed out that academic
advising is not required at his community college. Nonetheless, he is available for those students
who seek advising, and his advising load is typically 50% of the total student population. In
discussing his training to become an academic advisor, he stated, “My training has been, I would
say 90%, trial and error” and he explained that the bulk of his training came from courses that he
voluntarily took on his own. For example, he mentioned that he took several graduate courses on
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academic advising throughout the years. He currently relies on professional conferences to
expand his professional development. When asked about his view regarding the most important
skills and competencies an advisor should possess for advising adult students, he stated that it is
important for an advisor to understand that questions that may seem simple in their world
because they have been heard a thousand times, are not simple questions for some adult learners
because “to that individual student, they are really important questions” and they need help in
gaining an understanding of the things that they are concerned about. He pointed out that it can
be a question as basic as “What is a syllabus?” and he clarified the fact that some adult learners
have never dealt with a syllabus, financial aid, or grants. Additionally, some adults have never
dealt with online programs used for placement testing. Accordingly, academic advisors should be
prepared to expect these types of questions and be prepared to patiently and competently address
their concerns.
Roselyn has been in the field of academic advising for nine years. She is currently the
Assistant Director of Advising for her institution. In her earlier years as an advisor, she was the
sole academic advisor for a student population of 2200 students. Today, her roster is much less.
In fact, the average roster for each advisor at her institution is 150-200 students and no advising
roster exceeds 200 students. In discussing her training to become an academic advisor, she stated
that her institution had no training at the time. She stated that “it was training by fire” and
basically an advisor was handed a catalog and told to “figure it out,” she then stated that she was
given the phone number to the assistant registrar in the event that she would have any questions.
She explained, that since that time, the academic advising program has changed at her institution
and they have since created “a very comprehensive system of training” for academic advisors.
When asked about her view regarding the most important skills and competencies an advisor
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should possess for advising adult students, she stated, “I think we tend to skip a lot of those
basics that we're so used to talking about when it is completely foreign” to both new traditionalaged students and adult learners. She then mentioned the importance of accessibility and
flexibility in academic advising. Roselyn stated, “if our job as advisors is to help them interpret
college, I think we have to meet them where they are” because adult learners can come to
community colleges with varying educational goals. Roselyn feels that meeting students where
they are involves opening lines of communication in a way that gives adult learners an
opportunity to have open conversations about exactly where they are in the higher education
process.
Emily has been working in the field of higher education for over 26 years. The beginning
of her career in higher education involved providing financial aid assistance to students. Due to
the institution’s growing need for more academic advisors, after 15 years she was transferred
from the Financial Aid Department to the Academic Advising Department. During the past
twelve years, she has worked at three different institutions as an academic advisor, and today she
considers academic advising to be her permanent career path. She currently maintains an
advising roster of approximately 800 students. Of those 800 students, more than half are adult
learners. In discussing her initial transfer from financial aid to advising and her training to
become an academic advisor, she stated that it was like “being thrown into a swimming pool”
and her options were to “sink or swim,” nonetheless, her choice was to succeed. She stated that
she was quite surprised to see the differences in the training and re-training that took place in the
Financial Aid Department, when compared to the lack of training provided by the Academic
Advising Department. She also pointed out the fact that she had been advising for over 6 years
before she received the types of ongoing training and support that she presently enjoys at her
86

current community college. When asked about her view regarding the most important skills and
competencies an advisor should possess for advising adult students, she stated that there are two
components to being a good academic advisor. One component involves “knowledge and skill”,
while the other involves considerations of, “Do you have the ability to do it in a warm and
caring manner?” to a degree that you do not berate students. She then explained that there is a
risk of alienating students if you approach them in a condescending manner, and that defeats the
goal of having students rely on you and trust you.
Diana has been an academic advisor for over 10 years. She is currently the Director of
Advising at her college. Her roster of assigned students is approximately 350 students. In
discussing her training to become an academic advisor, she stated that her training was in-depth.
For example, training at her institution involved understanding their institutional policies and
procedures. It also involved becoming familiar with institutional resources and statutes that
govern the curriculum. Additionally, she stated that promoting student success and building
rapport with students were also segments of the training process at her institution. When asked
about her view regarding the most important skills and competencies an advisor should possess
for advising adult students, she stated, “knowing your policies, procedures and programs” is
important, however “building rapport with students building those relationships, and being
compassionate” is equally important. She went on to mention that the president of her college
has created a work climate in which “he never wants to hear an employee say well that's not my
job,” and she completely agrees with that philosophy.
Jessica has been in the field of academic advising for 21 years, 17 years as an academic
advisor, and four years in her current role of Director of Advising for her college. In discussing
her training to become an academic advisor, she described it as a process that involved one week
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of training by means of sitting in with other advisors to get an understanding of the basics, which
was basically an overview of placement testing and an exploration of majors. Aside from that,
becoming an academic advisor at her institution was “pretty much being thrown into the
trenches” to figure it out and she characterized the initial training as “pretty much baptism by
fire” because of the absence of official advisor training. She explained that there is still no
official academic advisor training at her institution. However, they currently participate in
regional academic advising conferences and internal institutional professional development.
When asked about her view regarding the most important skills and competencies an advisor
should possess for advising adult students, her single-word response was “empathy” and she
explained that she felt the ultimate advisor/adult learner scenario is one in which the academic
advisor is an adult with life skills and life experiences who can relate to adult learners. She
continued, stating that she felt this would be much more beneficial scenario for adult learners
because they typically do not want to be advised by a 23-year-old who they feel they cannot
relate to.
Walter has been an academic advisor for four years. His roster of assigned students is
approximately 500 students. In discussing his training to become an academic advisor, he stated
that the training at his current institution involved following and observing other advisors.
However, his training at his first institution lasted for one year and during that year of training,
he was introduced to student coaching and the importance of addressing student obstacles. When
asked about his view regarding the most important skills and competencies an advisor should
possess for advising adult students, he stated that listening skills were at the top of his list. As he
was discussing the importance of listening skills and its relation to adult learners, he explained
that “sometimes I can be a little fast in how I advise, and I've had to train myself to stop remind
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myself this is a different generation,” meaning that, at times, he is dealing with students that are
the same age as his parents and grandparents and he wants to give them the same respect that he
gives his parents and grandparents. He then explained that he was aware that that it is likely that
a student from a different generation may need extra help and he was willing to provide extra
help even if it took additional advising sessions.
Erin has been in academic advising for three years. Her roster of assigned students is
limited to 25 because the population of students she works with are students who have serious
academic and/or personal barriers. In these cases, personal barriers include individuals with
disabilities, individuals with severe financial difficulties, and individuals who are homeless. In
discussing her training to become an academic advisor, she stated the training for her role has
been extensive and continuous. This is because students entering the community college via her
assigned program can be from 17-23 years of age, yet remain at the college for indefinite periods
of time. When asked about her view regarding the most important skills and competencies an
advisor should possess for advising adult students, she stated that the ability “to form a
relationship with our students” takes precedence over all in her view. However, it “needs to be
more of a guiding and directing mentoring type of a thing” because having a guiding and
mentoring relationship can lead to longer discussions that lead to exactly what is happening with
students.
Each of the preceding paragraphs focused on individual academic advisors’ training, their
views regarding competencies and skills advisors should possess, and their views regarding
changes that they would make to the process of advising adults in community colleges moving
forward if they were given the opportunity. As noted, there were some variations in the findings,
especially as they relate to advisor training. For example, advisors who have been advising for
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more than ten years received much less initial formal training than those advisors who have been
advising for less than ten years. These variations in training suggest that formal training of
academic advisors has increased during the past ten years. Just as there were variations in the
findings, there were also many similarities. That is, there were many similarities in participant
views, and these similarities in views led to the formation of the overall findings and themes that
emerged from this study.
Themes
One significant finding from this study demonstrates there is an interaction between
advisor behaviors and advisor knowledge that contributes to an advisor/adult learner bond that
eventually evolves into an effective advisor/adult learner relationship (see Figure 1).

Figure 1
The Effective Advisor/Adult Learner Relationship
As demonstrated in Figure 1, academic advisors with specific knowledge of adult learner
advising who provide an empathetic environment and are willing to take the time to relate the
90

cognitive effects of adult learning to adults’ academic endeavors are likely to aid in establishing
adult learner cognitive attunement and a consequential lasting relationship. These interactions
will be discussed in depth as the five themes that emerged from this study are presented in the
following paragraphs.
1. Comprehensive Advising for Today’s Adult Learners
2. Advisors as Intermediaries in Maintaining Adult Learners’ Cognitive Attunement
3. Advisors Relating Adult Learners’ Courses to Career Tasks
4. Advisors Helping to Keep Adult Learners Moving Forward
5. Improvements to Adult Learner Advising Moving Forward
Comprehensive Advising for Today’s Adult Learners
The theme, Comprehensive Advising for Today’s Adult Learners signifies that adult
learners can be better served with a combination of holistic approaches to advising as long as
adult learners’ cognitive abilities are considered as the main factor. This theme emerged as a
result of the fact that each participant’s varying comprehensive approaches to advising put the
learner’s cognitive ability first. That is, during the process of advising adult learners in
community colleges, the cognitive attunement of adult learners was a consideration of the
participants in this study. Even more, participants demonstrated a willingness to allow time for
adult learners in an empathetic environment that included devoting time to adult learners’ causes
when they needed assistance. Accordingly, the sub-themes, Empathy, Time, and Specialized
Advisors for the Advising of Adult Learners will each be discussed in the following paragraphs.
Empathy
In their contributions to this study, the participants detailed many of the processes that
they view to be effective when advising adult learners. To begin, Brenda, Roselyn, and Jessica
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each specifically mentioned that “Empathy” was important when advising adult learners in
community colleges. Similarly, responses from each of the other five participants demonstrated
their desire to be empathetic towards advisees, and their desire to become aware of, and
understanding of, adult learners’ situations. For example, Derrick stated:
To do this type of job effectively… I mean you have to have a thick skin… you have to
be empathetic, you have to be willing to listen and I think that that's a key… It's a part of,
… authentic truly caring … and that's something we have to demonstrate to our students.
If we're going to be effective, we have to show them, not by saying I care, but doing
those things to show that we care.
Emily stated, “I want the student to have faith and confidence in the guidance they receive. I
want them to feel that they can come to me with anything”, and along those lines, Diana stated:
The belief is in student success, and a more holistic approach. So, knowing that our
students come to us with academic and professional goals, but they also bring with them,
some personal challenges that they might experience beyond the classroom interferes
with… with their success. So, we do get a little intrusive sometimes. and what I mean by
that, even our, the president of our institution will get hold of a student and say, text the
student and call them and say what's going on here. You know, we want to help you.
What can we do?
Finally, in discussing his younger age in comparison to many adult learners who are older
than him, Walter stated:
So… me, … I am a millennial, and so typically if I have a student that is of a different
generation, sometimes I can be a little fast in how I advise, and I've had to train myself to
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stop and remind myself …this is a different generation…this student needs extra help. I
need to slow it down, and I need to explain a little bit.
Taken together, this sub-theme signifies that there is a willingness of advisors to gain an
understanding of their advisees, and a willingness of advisors to take the time to come to know
their advisees from a holistic perspective. This includes gaining awareness of advisees’ strengths,
weaknesses, and challenges. Also, advisors’ willingness to support adult learners during times
that they face challenges that they may not be able to resolve on their own. Participants of this
study also pointed out that there is a factor of individual willingness associated with taking the
time to provide holistic comprehensive advising to their advisees, and issues associated with time
will be discussed in the following paragraphs.
Time
A noticeable fact from participants was their concerns in some form or another with the
issue of time, its effect on their ability to advise, and its effect on their students. However,
although participants of this study were concerned in some form or another with the issue of
time, in most cases, they also felt that they always found ways, and the means, to allow for
allotments of extra time for their advisees who needed to spend more time in advising sessions.
For example, Roselyn stated:
I think being accessible for non-traditional students is extremely important… for
example, I always make an open appointment time at 8pm, it’s just one day a week, but
I'm being flexible.
Along those lines, Derrick stated that he is never willing to remain on campus till 9:00 p.m. and
wait for a student to complete a 6:00 p.m. to 9:00 p.m. class. However, he is always willing to
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stay on campus from 4:30 p.m. to 6:00 p.m. to advise an adult learner who works until later
hours in the day. He stated,
I don't like to hurry folks out of my office and so… you know, if somebody comes in
with… with big needs, it takes longer, and I'm never opposed to saying all right let's, let's
cross the bridge this far today and then come back tomorrow and we'll finish it. I been
known to do that.
In discussing available time-slots for some students needing more time than others, Diana stated:
You have students who don't need extra time and attention where they've, they've already
set in their mind once they graduated high school, this is exactly what I want, I know my
courses, I know my path, and you might just have 15 to 20 minute touch points to say,
everything's going well, it's great. But then, you've got the complete opposite where it's,
you might need an hour and 20 minutes. That’s a good example of our students that
are…I don't want to say needy, but they just, they need a little bit more help, because you
know we're community college and we serve everybody.
Finally, in another example of available time-slots, Brenda stated:
If I don't have another appointment after their appointment, I have extra time to spend
with them I can, or I have in many cases said, okay, let's do this first, and then why don't
you come back to me and we'll make another appointment to continue our conversation.
Many of the participants of this study also felt that they themselves, ultimately had
control of their time when it came to re-organizing tasks to meet their advising needs. In one
example of reorganizing tasks, Derrick stated, “I do try to keep meetings to… what I'm saying…
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meetings… not student meetings, but other meetings, I try to keep those to a minimum if I can.” ,
similarly, regarding the subject of meetings, Brenda stated, “I think we do a really good job of
not meeting unless we need to meet” , and yet, in another discussion on the subject of meetings,
Jessica stated, “we're very student first here, so we would not go to a meeting unless it was
absolutely necessary to be there” , again making the point that there are ways to devote more
time to the task of advising.
In a discussion related to the subject of other tasks that can interfere with advising tasks,
Walter stated that he had a new student orientation event that he was not allowed to miss. To
compensate for that potential time being lost, he emailed his advisees and informed them to
contact him by email during that time. Finally, in another instance, during a peak registration
time, Walter was instructed and required to allow no more than twenty-five minute appointments
with advisees. In those cases, he made follow-up twenty-five minute appointments for students
who needed more time for advising. In sum, this sub-theme demonstrates how the consequences
of time can potentially have both positive and negative effects when it comes to advisors
providing time for advisees. This sub-theme also signifies that an advisor’s willingness to allow
time for an advisee is to a great degree, an advisor’s personal choice. Taken together, this subtheme, Time, implies that an advisor’s willingness to allow time to advise adult learners is a
component that can differentiate an advising experience as being one of a more effective
advising experience versus one of a less effective advising experience.
Specialized Advisors for the Advising of Adult Learners
Derrick has been advising in community colleges for over thirty years. He stated that he
has experienced first-hand, the changes in the United States higher education system over the
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past thirty years. When asked, if you could make any changes to today's advising process with
respect to adult students in community colleges, what would those changes be? (see Appendix
C), his response was, “We need people who are specifically directed to work with adult students
because they do come to us with a different set of needs and desires and wants and backgrounds”
and having an adult learner specialist would be helpful. He also mentioned that an optimum
situation would be allowing adult learners to work with one adult learner advising specialist from
the time that they entered the college until the time that they graduated.
In discussing adult learners in community colleges and potential changes, Roselyn stated
there should be one point of contact “with in depth training on what all a non-traditional student
brings to the table”, Jessica shared this view as well. Jessica stated, “If we could just have one
person that advised that population of students, I think it would be helpful”, meaning that adult
learners need advisors who understand their needs and can relate to the challenges that they face.
Taken together, the participants of this study have communicated a common theme. That is,
adult learners are a distinct population of students who need specialized representation.
Advisors as Intermediaries in Maintaining Learners’ Cognitive Attunement
As defined in Chapter One, for the purpose of this study, cognitive attunement is defined
as the mental state of mind in which the most favorable conditions for processing information
exists within an individual. In effect, cognitive attunement can be considered as the mental state
in which individuals experience peace-of-mind. Cognitive attunement as a process evolves
around the assumptions that incremental cognitive interferences are normal. That is, thoughts and
concerns come to mind, individuals resolve them from within, then continue with their normal
activities. This same process occurs in learning situations (e.g., the acquisition of knowledge).
That is, incremental cognitive interferences are normal, yet, they must be resolved (e.g., the
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effective processing of knowledge) in order to return to a state of cognitive attunement.
Cognitive attunement can be considered as the polar opposite of cognitive overload. As
described in Chapter Two, cognitive overload (Sweller, 1988) is a point in which cognitive
interruptions may not be easily resolved from within, and assistance is needed. This theme
describes events in which cognitive overload occurs within advisees, and advisors played a
leading role in resolving their advisees’ crisis and helping them to re-establish cognitive
attunement. This theme emerged as a result of participants’ explanations of events in which they
would act as a liaison and present an advisee challenge to faculty members, department heads,
and deans in an effort to aid an advisee in resolving their crisis. In its totality, this theme
represents advisors’ willingness to explore options that can lead to successful outcomes when
their advisees experience challenges as they pertain to their interests, skills, and goals.
Many participants explained that one of their main goals at the beginning of students’
academic careers is to minimize challenges for adult learners. However, they also pointed out
that unexpected situations occur at community colleges. Derrick explained a situation in which a
student was struggling with one of the last courses of his academic program. Specifically, the
student felt that he could not gain a firm understanding of the subject matter because of the way
it was being taught. The situation was considered serious by the advisor because failing one of
this student’s very last required courses would prevent him from earning his degree at the end of
the semester. Regarding the situation, Derrick stated:
I had a situation where again I worked with him for years trying to get him to get through
his associate of arts major. And we're this close…And…this… this semester he had a
class that he just couldn't make sense of, and I think it was a situation where his brain is
very directed you know, no gray area, and the instructor has really their whole course is
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gray area. Oh, some people are very comfortable with it. This… obviously this guy isn't,
so I thought oh man what are we going to do here, so anyways long… again long story
short, I looked through his degree audit and I saw you know there's a class hanging there
that I might be able to get a dean to approve, to substitute, if I… you know… I'll put my
neck on the chopping block… that's what I do. So I did, and I got it approved.
Emily described a situation in which she acted as an intermediary as well. The following
is a description by Emily of a student who, with the help of her advisor, overcame homelessness
and personal defeat only to find that the end of her academic journey fell victim to a
registrar/graduating office error. The story went as follows:
She came to my office. And we talked and she told me what she wanted to do, that she
wanted to go into social work. She admitted to me that she had… that she had lived some
hard years and she said, let me show you a picture. And she said she'd been married, had
a family, got involved in drugs, went through a divorce lost everything. Her kids wouldn't
even speak to her. She showed me a picture of herself on a bicycle, and it had a burly
attached to the back, you know that you haul your little kids around in, and that burly was
full of her belongings piled high, even on top. And that was all she had in the world, and
she was homeless. But she came to school. And she stuck with it. And I'm so proud of
her. She has a 4.0 graduating with high honors. She's working with the (State Name
Removed) State Legislature.
After all of this, during this student’s final semester, it was discovered that at some point,
an error was made in the calculation of the student’s total credits. Emily described the details of
this event, and the outcome as follows:
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The graduation department allowed one class to double count, so at the last minute, she
ended up needing two credits. Oh, it was a horrible situation, so I was looking for
alternatives to try and figure out, can we give her credit for what she's doing with the
legislature? I mean, I was chewing nails over that one. Anyway, I finally found her a twocredit online course, and she ended up having to pay for it out of her own money, but it
was worth it to her to graduate and move on.
As demonstrated, the advisor played an integral role as an intermediary in helping to
resolve the situation. In a final example, Erin described a situation in which she acted as an
intermediary during the planning of an advisee’s career. Specifically, she shared a situation in
which a student had been told time and time again that he was not cognitively capable of
performing the role that he dreamed of performing since childhood. Erin explained as follows:
I was having a discussion with this student… and was told… he told me he had… when
he was in kindergarten… they had to write down what they wanted to do with their life.
And that's what he had drawn… was a picture of him with an ambulance. And as he
started going through the public school system and started being diagnosed with different
disabilities and things of that sort, he was told that that was not a realistic goal, it would
never be able to happen. Well, this particular student has a sibling that is extremely
disabled. And because of that they've always found the medical field to be interesting
because they've been taught specific maintenance things that they have to do for their
sibling. And if it doesn't get done properly, it’s a life or death issue for this one. And so
he’s always been very interested in it. The student is also exceptional at memorizing.
So… all the medical terminology, procedures, things of that sort. He’s got it down. The
student also is slightly on the autism spectrum and has to have a very defined procedure
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for everything, and so because of that… procedure for everything…it's great for an EMT
paramedic because they have to quickly assess what's going on and then follow this
procedure. Well then as I got to speaking to this student, I discovered that they had a
distant cousin that had came through our EMT paramedic program a few years ago. And
so, I called the cousin and arranged for the student to actually go in and follow along with
them and see if it was something they could do. And then I spoke with the cousin, and it
was… it was like… I was amazed at what all he was capable of and things of that sort.
So… once we had gone through all these assessments and interest inventories and… and
figured out a health field was an interesting thing, that kind of aligned with the EMT
paramedic because of different situations that he would come into versus a hospital where
it was always the same thing over and over again, he would get bored with that, so he
didn't want to do nursing, he decided on an EMT paramedic because that’s what he
wanted to do.
Taken together, an advisor’s willingness to explore a comprehensive collection of options and
act as a liaison for their advisees can lead to successful outcomes when their advisees experience
challenges.
Advisors Relating Adult Learners’ Courses to Career Tasks
This theme represents the importance of adult learners' willingness to share details about
their skills, interests, and goals. It also represents the importance of an advisors' willingness to
become familiar with, and relay to students, courses that are specifically related to tasks that are
performed in certain careers that advisees may be interested in. Most importantly though, this
theme also represents the environment in which this advisee/advisor should take place in order to
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be successful. That is, a welcoming empathetic environment that encourages in-depth open
discussions between an advisee and an advisor.
Many of the advisors who participated in this study described program course
requirements and general education course requirements, and the importance of helping adult
learners better understand them in efforts to help adult learners maintain cognitive stability
during their academic journeys. Walter stated that he makes it a point to discuss required
program courses and general education courses with every adult learner who is contemplating
attending college. He said, a value of the discussions is that he can explain differences in
academic and vocational programs, and he can also describe differences in the types of courses
associated with each program. Jessica also expressed that there’s a high level of importance to
having these types of discussions, and she explained why, she stated:
I feel like with adult learners you really need to find their niche, like you have to …you
have to talk with them, and you have to find out you know… are they more a two-year
student or are they not. You know… they don't want to transfer, they don't like math, they
don't …you know …they can't… they just don't want anything to do with it, or… you
know…there's those students who don't like it but maybe we can get you through it. And
then there's those students who are just… they know they want to transfer, and they know
what they're capable of. And so just having those conversations with the students ahead
of time so that we can get them set up for success, and I think especially with adult
students, that's so important… making sure that we set them up on a path that we know,
and they know, they can be successful.
Jessica stated that her college offers both gen-ed approved math classes and applied physics
courses that relate to specific careers associated with an Associate of Applied Science, two-year
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degree. She explained that one benefit of these specialized courses is that these courses are
directly applicable to students' future careers, consequently, they are likely to be more related to
learners’ existing skills and interests. She stated that another benefit associated with these types
of specialized courses is that students feel that they are taking these courses for a purpose, and
that adds to their effectiveness. As demonstrated by the participants, relating courses to tasks can
be effective. However, the process relies upon two factors, an advisee and an advisor working
simultaneously to achieve that goal. Roselyn summarized the partnership as follows:
I'm here with you… I’ll help you interpret… but you got to meet me in the middle, you
gotta…you gotta meet me halfway and let me know how to help you.
Walter pointed out how important this type of partnership can be when he described the
predicament of a student who tried to go through this process partly alone. In effect, the student
made two mistakes. First, he did not maintain a relationship with an advisor. Second, he did not
follow an order of sequence that includes carefully choosing a program of choice, and carefully
choosing specific courses to fit within the program. Walter stated,
He thought he was getting the Bachelor's of Science degree, but he was on the Bachelor's
of Applied Science, but that does not transfer to [college name removed]. He's earned 62
credits and now it’s going to take 90 credits. That destroyed him, he's like, so I have this
degree that I can't do anything with.
The answers as to why the student tried to go through the course selection process partly alone
are beyond the scope of this study. However, the lengths of which a student will go through to
seek a welcoming advising environment are a part of this study and this brings to mind
discussions with Emily when she stated,
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I want the student to have faith and confidence in, in the guidance they receive. I want
them to feel that they can come to me with anything. I was out for a number of weeks. I
got sick around Thanksgiving, my lung collapsed, I had pneumonia pretty bad. And I had
students hunting me down on Facebook. Is this the [advisor name removed] from [college
name removed]? Can I talk to you? This is urgent!
Emily stated that she feels like the welcoming environment that she has created for her advisees
is a result of her listening to her advisees. She stated,
We have to listen. We have to shut our mouths and open our eyes and ears to our student
because they could be saying one thing, but their face could tell us another, you know.
You could say, how's your day? Oh, fine. And really, you know, things aren’t fine.
Listen, listen, listen to your student!
The overall scenario here suggests that an adult learner who feels welcome in an empathetic
environment will go to great lengths to make contact with the advisor who displays that type of
welcoming, caring, helpful environment. On the other hand, the advisor who does not display a
welcoming empathetic environment, and who does not express a willingness to be helpful, can
likely discourage adult learners from returning. Taken together, the theme Relating Courses to
Adult learners’ Career Tasks encompasses adult learners' willingness to share details about skills,
interests and goals. However, it also embodies an advisor’s display of a welcoming empathetic
environment, and a willingness to become familiar with, and advise advisees regarding courses
that are specifically related to career tasks in an effort to minimize cognitive challenges
associated with the selection of coursework, and the coursework itself.
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Advisors Helping to Keep Adult Learners Moving Forward
This theme represents an advisor empowering, encouraging, and motivating an adult
learner to continue during times when a non-interesting required course is being attempted. In its
totality, this theme represents advisors helping to clarify the relationship between adult learners’
interests and mislearning, and the importance of advisors clarifying to adult learners, the
relevance of a required course to them, and their academic programs.
Derrick explained that throughout his thirty-three years of advising, he has consistently
found that many adult learners lack clarity when it comes to understanding why numerous
general education courses are required. Diana revealed that she too, consistently deals with the
issue regarding students feeling forced to take a course that they are not interested in. As it
pertains to required courses and student interests, she stated that her main goal is to provide
clarity to students regarding why required courses are a part of their curriculum. As the
discussion of required courses and interests continued, it also led to the topics of learning and
mislearning in required courses. Diana explained, at her college, sometimes instructors play a
vital role in making a required course more interesting for students, and in the end, that can make
a difference between learning and mislearning. She stated,
We have more success in our science classes. And I can only gather that is because the
faculty that teach those courses have worked really hard to embed extra resources and
make the interactions, and the work more interesting and engaging.
However, she also explained that this is not always the case, mentioning “you know with English
it's kind of hard to make an essay, fun” no matter how hard you try. Diana then pointed out a
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community college reality that many adult learners in community colleges face every day, that
is:
Everybody in every degree program has to take an English and math. So, we know that
since everyone has to take those classes, they're certainly going to be higher levels of
withdrawals and failures.
Jessica mentioned that she has found, when it comes to required general education
courses and adult learners, there are many instances when adult learners need both emotional and
motivational support because some feel that they are too challenging, and some feel like they are
repeating things that they have taken in their younger years. In discussing the challenges of
required courses with Walter, he explained that he applies a cognitive approach to advising that
is referred to as coaching. In using a coaching method to advise adult learners, he feels that he is
empowering them by providing them with information about courses, the potential difficulties of
the courses, and their potential benefits. In his view, some positive results of the coaching
method are adult learners can have a base of support, they can feel empowered, and in the end,
they can feel like they are the ultimate decision maker even though the decision-making process
evolves around courses that are required.
Advisors who participated in this study shared a significant amount of insight as they
shared their views regarding adult learners, required general education courses, learning and
mislearning, Participants pointed out that even though, sometimes adult learners experience
difficulties understanding the reasoning behind being assigned required courses, and some
experience difficulties associated with learning in some required courses; when adult learners are
willing to make their challenges known, and advisors are willing to take the time to listen to
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them, in many cases, these challenges can be resolved. Emily stated, the important thing to keep
in mind is, adult learners want to be respected for who they are. They are grown adults and “they
want us to understand that their needs are different than a traditional student” and we should.
Improvements to Adult Learner Advising Moving Forward
This theme represents participants’ views as they pertain to changes and/or adjustments
that would make the community college advising experience more effective in the future.
Included in this theme are two sub-themes, they are Hard-line Advising and Treating Adult
Learners as Individuals. As a whole, this theme represents the need for more advisors who are
specialized in advising adult learners, less implementation of Hard-line advising, and more focus
on adult learners as individuals.
As it relates to advising adult learners in community colleges, and improvements moving
forward, many participants of this study feel that we should have more advisors specifically
trained to advise adult learners because adult learners’ individual needs can be more varied, and
more in-depth. Along those lines, given that the needs of adult learners can be complex, some
participants felt that the practice of hard-line advising should be brought to a minimum because
it is ineffective when it comes to typical cases of advising adult learners.
Hard-Line Advising
Emily explained that she feels like, in many cases, the “Hard-Line” approach to advising
is an approach that results from someone feeling that they are compelled to advise because it is
their job, and as a result, they treat advising as merely a job that they have to do. She stated, the
“Hard-Line” approach to advising is a process of rigidness in which some advisors “take the hard
line and simply say … oh, we can't do that” and they simply leave students to fend for
themselves. In contrast, Emily’s view of advising is one in which the advisor will do all that is
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possible in helping the student succeed and overcome any challenges that they may face, whether
it is childcare, financial aid, or course difficulties. Roselyn is aware of this same type of hard-line
advising taking place at her college as well. In discussing some hard-line advisors at her college
and their unwillingness to learn, and be understanding and flexible, Roselyn stated that she felt
that an unwillingness to be flexible when advising adult learners is related to a refusal to relate to
adult learners as it pertains to adult learners' multi-faceted demands of life, work, and academics.
And this in turn, leads to an unwillingness to understand adult learners as a unique population of
students, who at times, need flexibility because of the work schedules and family obligations that
many adult learners deal with on a daily basis. In Emily’s view, good advising indeed involves
both knowledge and skills. However, good advising also rests upon an advisor’s ability to share
knowledge and skills in an effective and empathetic manner. She stated that it is unfortunate that
there are active advisors in her department who are either not capable, or not willing to combine
these qualities effectively, because these are the qualities that adult learners, as individuals, need.
Treating Adult Learners as Individuals
Adult learners in community colleges are each an individual-being with individual needs.
Hence, moving forward there is a need for a comprehensive holistic approach to advising adult
learners that is suitable to address each individual’s needs based on who they are, whether those
needs are academic or non-academic. A comment from Derrick states this best:
People, maybe… who are new to advising, don't see individuals, they see, you know…
just groups… or they see everybody fitting into that same mold. And I think we have to
be cautious with that, because if we try to take that person and squeeze them into a
mold… a full-time student, when they've got three kids and they're working full time…
that’s instant failure, it's not going to work.
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Chapter Summary
In this chapter, the findings of this study were discussed. This chapter provided an
introduction of each of the participants who provided data for this study. This chapter continued
with an introduction of the five themes that emerged from the data:
1. Comprehensive Advising for Today’s Adult Learners
2. Advisors as Intermediaries in Maintaining Adult Learners’ Cognitive Attunement
3. Advisors Relating Courses to Career Tasks
4. Advisors Helping to Keep Adult Learners Moving Forward
5. Improvements to Adult Learner Advising Moving Forward
This chapter then discussed each of the five themes and the data from which each of the themes
emerged. This chapter concluded with a discussion regarding improvements to adult learner
advising moving forward. The following and final chapter of this study, Chapter Five, will
discuss the relationships between the findings, the theoretical framework, and the research
questions that guided this study.
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Discussion
Introduction
The purpose of this constructivist grounded theory approach study was to examine and
document the processes of current community college advisors to gain a better understanding of
how they typically approach the advising of adult learners in community colleges. To meet the
purpose of this qualitative study, interviews were conducted with eight active community college
academic advisors. The theoretical framework was comprised of the following theoretical bases:
the O'Banion (1972) Advising Model, the Illeris (2003) Three Dimensions of Learning, and
Sweller's (1988) Cognitive Load Theory. Taken together, this theoretical framework explains
that there are social factors, psychological factors, physiological factors, and cognitive factors
associated with adult learning in higher education processes. This framework informed the
overarching research question and sub-questions that guided this study, and each of these are
discussed in detail in the following paragraphs.
Overarching Research Question
What are academic advisors' perceptions of effective advising processes for adult learners
at community colleges?
Sub-question 1) How do academic advisors address adult learner goals, interests and
skills when advising adult students?
Sub-question 2) How do academic advisors incorporate adult students cognitive learning
aspects into course selection and placement?
Sub-question 3) How do academic advisors address mislearning and its relation to
student interests and motivation during course selection and placement?
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Discussion
Literature pertaining to advising, learning, and cognition illustrates that there is a
comprehensive cooperative venture between the advisor and the advisee of addressing goals and
interests (O'Banion, 2020), abilities and fears (Illeris, 2003), and skills and knowledge (Sweller,
1988) that leads to the accumulation of the detailed information that is needed to plan for a
successful higher education endeavor. In this study, advising processes that participants felt were
effective in resolving adult learner challenges included processes that involved addressing
cognitive aspects of adult learning (see Figure 2).

Figure 2
Comprehensive Advising for Today’s Adult Learners
As demonstrated in Figure 2, Advisors as Intermediaries in Maintaining Adult Learners’
Cognitive Attunement, Advisors Relating Courses to Career Tasks, and Advisors Helping to
Keep Adult Learners Moving Forward each contribute to the effectiveness of Comprehensive
110

Advising for Today’s Adult Learners. Accordingly, each of these processes are discussed in
depth as the overarching research question and the three sub-questions of this study are
addressed in the following paragraphs.
Advisors' Perceptions of Effective Advising Processes for Adult Learners
The overarching research question for this study was What are academic advisors'
perceptions of effective advising processes for adult learners at community colleges? – and it is
addressed as follows. A comprehensive holistic approach to advising that is attentive to cognitive
attunement considerations encompasses Comprehensive Advising for Today’s Adult Learners,
Advisors as Intermediaries in Maintaining Adult Learners’ Cognitive Attunement, Advisors
Relating Adult Learners’ Courses to Career Tasks, and Advisors Helping to Keep Adult Learners
Moving Forward. Furthermore, a comprehensive holistic approach to advising that is attentive to
cognitive attunement considerations evolves around an empathetic environment that includes
advisors willing to allow time to understand advisees, and their willingness to voluntarily
represent advisees in their times of need. This begins with an empathetic advisor possessing an
understanding of how an adult learner can feel and communicating that message to them to let
adult learners know that they understand how it must feel.
In a sincere tone, Derrick stated, “it's a part of that authentic truly caring and that's
something we have to demonstrate to our students if we're going to be effective”, other
participants agreed with this sentiment as well. In fact, participants agreed that students who felt
that they were being cared about and listened to were more likely to be more open, and this is
what advisors need in order for them to be more effective advisors. Particularly, advisors need to
connect with students. They need to establish a connection that leads to gaining an understanding
of students’ detailed information, stories about their history, and their visions for their future.
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One aspect of the O'Banion (1972) Advising Model is the point that a need of interdependency
exists between students and academic advisors. Explicitly, student interdependency rests upon
advisors advising them in an effective manner, and advisors’ interdependency rests upon the fact
that students are honest and open when communicating with their advisors.
According to O'Banion (2020), the most effective advisor/advisee relationships are the
ones that are open, in-depth, and continual throughout the educational journey. Nearly every
advisor in this study described in-depth experiences with adult learners that began when the
students first registered for courses and the advisee/advisor relationship continued throughout the
adult learners’ programs until graduation. In describing continual relationships with adult
learners during their college careers, participants mentioned a key factor in maintaining those
relationships was their goals of allowing time for advisees and maintaining accessibility.
Consequently, their advisees felt a trust that their advisors would be there for them when they
needed them because they were allowed time when it was needed. Although several participants
noted that they have had challenges with time including peak registration times, meetings, and
paperwork, many participants also noted that meetings and paperwork were not particularly
items that were set-in-stone, and they were avoidable if they chose to reorganize their scheduling
of tasks.
The significance of time to this research question regarding advisors’ views of effective
academic advising in community colleges is that the advisors, whether a task was required or
not, felt that they could always find way to compensate for the challenges of time in order to
meet the needs of their advisees. For example, postponing paperwork, avoiding meetings at
inopportune times, and even adjusting schedules to compensate for students who need more time
by taking advantage of the time afforded by students who required less time. To that point, in an
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example related to time, Walter stated that he had an adult learner come in during peak
registration time. Walter’s challenge was, during peak registration times, he is instructed to only
allow 25 minutes per student for registration because of assigned quotas from leadership. In
order to work around his challenge regarding time, Walter set-up a series of follow-up meetings
in-between other sessions to assure that he and the adult learner would have all of the time
needed to prepare an academic plan. Taken together, this study demonstrates that there is a factor
of willingness versus unwillingness to address regarding the circumstances of time, even when
required regulations or tasks are involved.
These findings bring into question Grites’ (1994) view when he suggested, that
realistically speaking, time for advising is limited, because the findings from this study suggests
that, realistically speaking, it is an advisor’s willingness or unwillingness to take the time to
advise that can limit the advising experience. In regard to advising students in general, O’Banion
(2020) suggests, the best thing to do is what is most effective for advising the student. O’Banion
(1972) suggests the best thing for the student is to follow an order of operations when advising
students, including the exploration of: Life Goals, Vocational Goals, Program Choice, and
Course Choice. Grites (1994) suggested that these orders of operations are in reverse order.
However, as Walter demonstrated in this study, a student implementing O’Banion’s (1972) order
of operations in reverse order, ended up with over 30 unusable community college credits. It
follows that an advisor’s willingness to make adult learners feel welcome in an empathetic
environment, and an advisor’s willingness to be flexible as it pertains to time to implement an
effective advising process in an effective advising sequence, can contribute to more effective
advising. This is because spending more quality time with advisees when it is needed, allows for
more time to develop effective relationships and consequently, effective educational plans.
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O'Banion (2020) clarifies, as an advisor and advisee spend more time together, more
knowledge is shared between the two. As a result of the time shared, a stronger bond begins to
form between the advisor and the advisee. Further, as the accumulation of knowledge shared
between the two increases, the likelihood of student success increases because more factors
attributed to learning successes can be revealed such as learners’ goals and skills, and learners’
challenges in reaching their goals. Participants of this study felt quite strongly about advisor
accessibility being a component of effective advising for adult learners. In fact, in making that
point, Walter stated, in being required to perform a new-student orientation, he knew he would
not be available for his advisees. Consequently, as a method of resolve, instead of his advisees
being randomly assigned to a substitute advisor in his absence, he made his advisees aware that
he would only be accessible by email during the timeframe that the student-orientation event was
taking place. Similarly, Erin stated that she took it upon herself to complete a required training
course on her own time in an effort to maintain her scheduling time for her advisees.
Additionally, instead of ending his advising appointments at a typical time of 4:30 p.m., Derrick
takes appointments until 6:00 p.m. to give more access to students who work. Finally, Roselyn
maintains a weekly open appointment time of 8:00 p.m. for those adult learners whose work
schedules don’t align with typical community college work schedules. The point being made
here is, accessibility was viewed as such an important component of advising to participants of
this study, some participants were very vocal about it.
Each of the participants of this study felt strongly that their comprehensive approaches to
advising are the most effective way to advise today’s adult learners. Accordingly, this theme
Comprehensive Advising for Today’s Adult Learners, and its relation to the themes: Advisors as
Intermediaries in Maintaining Adult Learners’ Cognitive Attunement, Advisors Relating Courses
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to Career Tasks, and Advisors Helping to Keep Adult Learners Moving Forward signify that
adult learners can be better served with a combination of comprehensive approaches to advising
given that adult learners’ cognitive abilities and cognitive attunement are considered as a main
factor in advising decisions. In discussions regarding the theme, Improvements to Adult Learner
Advising Moving Forward, Derrick stated that adult learners are a unique population of students,
and their needs vary widely dependent upon the individual. Consequently, adult learners need an
advisor specifically trained to advise adult learners. Many other participants from this study
shared that precise viewpoint. Adult learners can need more help than other students (Peck &
Varney, 2009), and the purpose of advising is for advisors to share their expertise and work with
students (Steele & White, 2019) in an effort to provide the help that they need. All being said,
given that the advising process is to clarify adult learners’ goals and understand connections
between their education potential and their goals (O’Banion, 2020), a comprehensive holistic
approach to advising which gives considerations to adult learners’ learning capabilities (Illeris,
2003) their cognitive limitations (Sweller, 1988) and their cognitive attunement can be an
effective advising practice during the advising process.
For the purpose of this study, cognitive attunement is a label that implies that an
individual is experiencing an optimal state of mind. That is, an individual maintains peace of
mind with minimal cognitive interruptions. The process of advising adult learners in community
colleges and its relationship to cognition and learning will be addressed in the following
discussions beginning with this study’s three Research Sub-questions.
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Research Sub-question (1) How do academic advisors address adult learner goals, interests
and skills when advising adult students?
A comprehensive holistic approach to advising adult learners involves advisors’
willingness to act as intermediaries in maintaining cognitive attunement for advisees. In short, it
is an advisor examining a situation from a cognitive perspective, caring about the situation
(McDonald, 2019), and utilizing a professional advisor’s expertise (Steele and White, 2019) to
resolve the problem. However, it is all centered around an advisor’s willingness to act upon the
situation. In some cases, an advisor’s willingness to act as an intermediary can be effective
towards the end of an advisee’s academic journey as was a case described by Derrick. In this
particular case, Derrick explained that an advisee’s program planning was successful and
continued as planned throughout his time at the community college. However, during the final
semester, one of the courses that the advisee was required to take was not going well because the
student was not able to comprehend the course the way that it was being taught. Having a wellestablished relationship with his advisor, the advisee went to the advisor to explain the challenge
that he was facing. The advisor considered all the possible options including examinations of
possible course replacements. Upon locating a possible solution for a course substitution, the
advisor went to speak with the college dean. After explaining the unique situation to the dean, a
class change was approved for the advisee that would allow him to graduate on schedule upon
completion of the semester.
Similarly, an advisor’s willingness to act as intermediary can be very effective at the
beginning of an advisee’s academic journey, as was a case described by Erin.
Specifically, the student in question came to the community college undecided. Through
numerous conversations, it was eventually learned by the advisor, that the advisee was only
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undecided because he only wanted to do one thing, that was to work in some capacity in the
medical field, aside from that, nothing else interested him. She asked, well why didn’t you tell
me that? He replied, because I have always been told by advisors that I am not fit for that type of
career. As the story continued, the advisor explained that she was able to contact a previous
student, an EMT who previously completed the school’s EMT program, and through that
connection the advisee was able to shadow and test his ability to perform the required tasks.
Upon successful completion of that segment, the advisee was given some placement tests
required by the college and he passed each of those successfully. In the end, the advisee was able
to enroll in the college’s EMT program, a program that he considered to be fit for him because it
was centered around the medical field that he wanted to be in. To that point, Erin stated, you’ve
just got to find their place, and get them there.
As demonstrated, there can be much involved when addressing students’ interests, skills,
and goals. The experiences of Derrick and Erin demonstrate that there are times when there are
no easy answers. However, these advisors’ willingness to explore options led to successful
outcomes for their advisees. In as much, the two advisors demonstrated that advisors acting as
intermediaries in maintaining adult learners’ cognitive attunement led to the successful
completion of one student’s academic journey, and a successful beginning of another student’s
academic journey.
As mentioned in the literature, Illeris (2003) explained that learning in higher education
involves an interaction of a social component, a learning component, and a cognitive component.
In the case shared by Erin, this would be applicable to the advisee/advisor relationship. Illeris
(2015) also pointed out that learning includes three dimensions, the content, the incentive, and
the interaction, and this would be applicable to the student’s willingness to apply himself to learn
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in the EMT program that he is interested in, and his current level of cognitive ability to do so.
Each of these factors are relevant as it relates to program selection, and course selections because
each of these factors can contribute to learner success. Therefore, it was to the learner’s benefit
that the advisor became aware of each of these factors as the student’s goals and interests were
addressed. As demonstrated by O'Banion (2020), when an advisor becomes aware of the
learner’s goals, interests, prior knowledge, and any limitations they possess, the advisor gains
possession of information from which to act upon. In this case, the advising sessions were
effective because of the openly honest information provided by the advisee combined with the
advisor’s willingness to act as an intermediary for the advisee. The advisor’s actions as an
intermediary contributed to the student’s cognitive attunement. More specifically, as discussed
earlier, the first step taken by the Erin was to send the advisee for some test runs with the
experienced EMT to determine if the advisee was cognitively capable of performing the required
tasks. Upon completion of those specific EMT related tasks, Erin then administered the
placement tests required by the college. Upon satisfying all of the EMT requirements and the
testing requirements for the college, the advisee was enrolled into the EMT program. In as much,
the advisee demonstrated that he would be cognitively able to perform the required tasks without
any great degree of cognitive interference. Consequently, in achieving this state of cognitive
attunement, the advisee attained a peaceful state of mind by knowing that he will be working
towards the goal of working in an area centered around the medical field, something he always
wanted to do. Additionally, he has demonstrated to himself and others that he will be able to do
so within the normal boundaries of learning. It follows, that a cognitive attunement approach to
advising adult learners involving advisors’ willingness to act as intermediaries in maintaining
cognitive attunement for advisees can be effective.
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As mentioned, cognitive attunement is described as the mental state in which the most
favorable conditions for processing information exists within an individual. More specifically,
cognitive attunement evolves around the assumptions that incremental interferences in learning
are normal (e.g., the acquisition of knowledge), yet must be resolved (e.g., the effective
processing of knowledge) in order to return to a state of cognitive attunement (see Figure 3).

Figure 3
Cognitive Attunement as a Process
As shown in Figure 3, if cognitive interference persists, the cycle of cognitive attunement
suggests that these cases of confusion can become so extreme, an individual can feel an inability
to come to any resolutions without outside help. This can be understood by explanations
provided by Sweller (1988) as he pointed out the resulting consequences of a learner entering
into a phase of cognitive overload (Sweller, 1988). Specifically, a learner who has been placed in
a course beyond their skill level, risks the likelihood of failure because none, or even few schema
acquisitions exist to begin with. Consequently, too few additional schemas are likely to be
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acquired during the typical process of a one semester course because there is no firm foundation
of basic skills, relative skills, and supportive skills from which to build upon for the future
problems and assignments that typically occur during the course of one semester.
The significance of the Sweller (1988) theory of cognitive overload is that in explaining
the negative consequences of cognitive overload, the theory helps to explain the importance of
learners maintaining cognitive attunement during an academic journey. That is, they do not
experience extreme events of stress because they are doing what they want to do, and they are
not extending themselves above their cognitive abilities and potentially risking failure of the
task. Taken together, it follows that a comprehensive holistic approach to advising including
advisors’ willingness to act as intermediaries in maintaining cognitive attunement for advisees
can be an effective advising process.
Research Sub-question (2) How do academic advisors incorporate adult students cognitive
learning aspects into course selection and placement?
A comprehensive holistic approach to advising adult learners involves an advisor’s
willingness to explore options as it pertains to Relating Adult learners’ Courses to Career Tasks.
That is, advisors seek information to identify the interest and goals of adult learners. They also
provide information related to the availability of specialized programs and courses that can be
taken to avoid obstacles commonly related to adult learners’ cognitive challenges. Menke et al.
(2018) found that advisors’ knowledge of their curriculum is considered to be an important
aspect of advising. Similarly, O’Banion (2020) considers this detailed knowledge to be very
important for advising in community colleges. The reason this is important is because there are
many variations of course selections to be considered. For example, there are academic pathways
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to a community college degree. However, there are also vocational pathways to a community
college degree, and this is because, in a manner of speaking, there are two types of learners.
The National Center for Education Statistics (2003) explained that two types of learners
exist, that is, students who work, and workers who study. The study suggested that there are
varied and distinct factors separating these two groups of students. For example, students who
work attend colleges mainly for academic purposes. More specifically, students who work are
more likely to progress to 4-year colleges and universities and attempt long-term college goals
in the fields of health sciences, psychology, education, and engineering. On the other hand,
workers who study are more likely to attend community colleges, and vocational schools in an
effort to avoid unnecessary coursework and secure better career opportunities in a shorter span
of time. That being said, prior to determining coursework for an adult learner, the path of
education that the learner chooses to follow must be determined. O’Banion (2020) points out
the importance of this sequence of operations, and also, the value of following the sequence.
That is, the sequence is designed in a logical order representing the order in which each event
should take place, the exploration of: Life Goals, Vocational Goals, Program Choice, and
Course Choice (O’Banion, 1972).
As it pertains to the introductory community college visit, Walter stated that he feels an
important first-step is to clearly explain differences in academic and vocational programs to
adult learners. This is because much of this type of information is new to some of them. As a
result, he feels that he is providing information that they need to know, and during those
conversations, they are providing him with information that he needs to know. He stated that
information about adult learners’ knowledge, skills, interests, and goals is important because the
educational path that they choose to follow will ultimately be based on their knowledge, skills,
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interests, and goals. In discussing a typical first-time adult learner/advisor experience and the
information exchange, he stated that an abbreviated version of that type of discussion would go
as follows:
So, if they're on an associate of applied science or technology, typically there's certain
classes that they're going to take leading up to that degree, but if they're wanting to go for
a business, or even education or teaching degree, well… we have to switch to do history,
government, etc…
Walter stated, following an in-depth discussion about general education requirements, typically,
about 25 to 30 percent of adult learners immediately choose the Associate of Applied Science or
Technology path. Some learners choose this path because of fear of potential course difficulties
compared to their skills, and for some, it’s a matter of the time it takes to earn a degree. In a
similar discussion on this topic with Jessica, she stated that because of its challenges, many
adult learners don’t want anything to do with math if they can avoid it.
Jessica then explained that at her college they have specialized programs for students
whose career paths aimed mainly towards vocational fields rather than academic areas of study
and those programs offer tasks related math classes, and task related science classes. She stated
the popularity of these programs and courses with adult learners is because they are relatable to
them and they meet many adult learners’ personal purposes for attending college. This is in
accord with research related to adult learners, courses, and tasks that they aim to perform.
According to Illeris (2015) there are learning benefits to these types of courses, and because of
their “relevant conditions” (p. 29), they are more conducive to learning because of their
relevancy. Consequently, this increases the potential of adult learners’ successful course
completion.
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Choosing a suitable path of study (O’Banion, 1972), vocational or academic, (The
National Center for Education Statistics, 2003) and relating courses to tasks (Illeris, 2015) can
contribute to adult learners’ potential success of completing their coursework. However, this
time-consuming task can involve varying amounts of time. As demonstrated by Walter and
Jessica, there are multiple details to discuss, and multiple decisions to be made to assure that the
most effective choices have been made. However, in the end, relating courses to tasks can result
in course placements that adult learners relate to, and as a result, are more favorable to learning
(Illeris, 2015). It follows that, a comprehensive holistic approach to advising involving an
advisor’s willingness to explore options as they pertain to relating courses to tasks can be an
effective practice.
Research Sub-question (3) How do academic advisors address mislearning and its relation
to student interests and motivation during course selection and placement?
A comprehensive holistic approach to advising adult learners embodies Advisors Helping
to Keep Adult Learners Moving Forward. This involves helping to keep adult learners motivated
when they cannot relate the relevance and importance of required coursework to their program of
study. As it pertains to the community college curriculum overall, there are many opportunities
to enroll in courses based on interests. However, there are also required courses that offer no
options other than scheduling options. These required courses typically fall under the category of
general education courses, and these are some of the courses that many adult learners experience
challenges with. Additional courses that present challenges for adult learners are some of the
specific program course requirements. Hence, even though an adult learner may be extremely
interested in their community college program of study, it is very likely they may be very dis-
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interested in some of the specific program course requirements that are included as part of the
program’s curriculum.
A problem related to mislearning and its relation to student interests and motivation is the
fact that a lack of interest in a course is related to a lack of motivation to study the learning
materials (Illeris, 2003). That is, a learner can experience anticipatory dread to such a great
degree, they may continue to choose an activity of interest over the activity of dis-interest (see
Figure 4).

Figure 4
Voluntary Cognitive Withdrawal
The voluntary cognitive withdrawal demonstrated in Figure 4 is a deliberate delay of
task. Some have termed this type of deliberate delay of task as active procrastination (Chun &
Choi, 2009). However, Chowdhury and Pychyl (2018) clarify this misconception as follows:
“The fundamental flaw associated with the definition of active procrastination is that Chun and
Choi (2005) have misconstrued purposeful, deliberate delay as procrastination” (p. 7). Taken
together, this helps to clarify that a voluntary cognitive withdrawal differs from procrastination
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in that it is not a delay of the task. Instead, voluntary cognitive withdrawal is a way to describe a
form of resistance to perform a task that is based on some adult learners’ dis-interest and their
inability to relate a required task to their goals. A problem related to adult learners’ avoidance in
learning something that is required yet disinteresting to them because they see no meaning in it,
is these types of voluntary cognitive withdrawals are related to failures of coursework. Illeris
explains the possible results that can occur when adult learners experience this type of event:
Adults are not very inclined to learn something they are not interested in, or of
which they cannot see the meaning or importance. At any rate, typically, they only learn
it partially, in a distorted way or with a lack of motivation that makes what is learned
extremely vulnerable to oblivion and difficult to apply in situations not subjectively
related to the learning context. (Illeris, in Radovan & Đorđević, 2004, p. 27)
Diana acknowledged that the advising team at her college is familiar with this problem.
For her college team, the first step is a discussion with students to clarify the need for required
courses, and “helping them see the connections to other classes” and their goals. She stated that
this method has been successful many times. Jessica applies a comparable cognitive approach to
maintain motivation through the difficult times. She feels that a way to help adult learners
maintain motivation throughout their program is to begin the advisor/advisee relationship with a
conversation that clarifies there is no judgement, emphasizing “no matter what, we're going to
get through this” and she finds that to be a successful method. Finally, Walter applies a coaching
method that can result in a positive cognitive affect. He provides adult learners with an
awareness that the class may be challenging, and a sense of freedom that they are the ultimate
decision maker of its value. That is, “You may take that class, fall in love with it, and you may
take it and say absolutely not”, and with this method, he lets the adult learner feel that they are
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playing a role in the decision-making process at the same time that they are taking the course and
becoming accustomed to it.
According to Illeris (2003) and Pasquini and Eaton (2019) each of these methods can be
affective in maintaining adult learners’ motivation because each method encourages learners to
reflect critically on their educational experiences and consider the positive factors as well as the
negative factors. Taken together, Advisors as Intermediaries in Maintaining Adult Learners’
Cognitive Attunement, Advisors Relating Courses to Career Tasks, and Advisors Helping to
Keep Adult Learners Moving Forward are each perceived as effective advising processes for
advising adult learners at community colleges. It follows that, a comprehensive holistic approach
to advising that focuses on adult learners’ cognitive abilities and results in their cognitive
attunement, can contribute to adult learners’ academic success.
Summary
An effective method of seeking answers to research questions is through discovery. In
fact, in a discussion with Gibbs (2015), Charmaz clarified that one key value of a constructivist
grounded theory approach is indeed its ability to lead to the discovery of factors that affect a
phenomenon. However, a pertinent factor related to discovery, as Charmaz (2015) explained, is
participant selection when conducting a constructivist grounded theory approach research study.
Specifically, the researcher should assure that each participant is relevant to the study that is
being conducted. Charmaz (2015) also noted that a grounded theory constructivist approach can
be subjective because it includes the perspectives and interpretations of the researcher, as well as
those of the participants.
Eight participants, each from a different state of the United States, who are currently
active in the field of academic advising in community colleges participated in this study. They
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shared their varied opinions anonymously and openly. The participation of eight diverse
academic advisors from eight different areas of the United States invited both subjectivity and
individuality. It is the researcher’s view that both subjectivity and individuality were needed to
provide outsiders of the domain of academic advising a better understanding of the true internal
functions of academic advising in today’s community colleges. Further, from the researcher’s
point of view, the value of each of the participants’ contributions to this study was immeasurable
because:
1.

Their responses were from first-hand information, and they are relevant to today’s
current academic advising experiences of adult learners.

2.

Their responses are based on years of academic advising experience working in
the field being examined for this study – academic advising in community
colleges.

3.

Their responses address adult learner challenges with academic advising that we,
the general public, may not typically hear or learn about because we are not privy
to the daily functions and events that occur within the field of academic advising
in community colleges.

Some information that we, as outsiders were given access to as a result of this study, were
participant viewpoints regarding their positions on hard-line advising. Participants from this
study took a firm stand against the use of hard-line advising as a typical means of advising adult
learners. Although, in rare instances, there may be case by case scenarios when hard-line
advising can be a necessity as a proactive measure (Varney, 2012), or when a specific
prescriptive approach is the only alternative (Crookston, 2009), participants of this study were
unwavering in their views that hard-line advising is ineffective as a typical method of advising
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adult learners. Another discovery that we, as outsiders were given access to as a result of this
study, were the variations in training that participants reported. As noted earlier, participants of
this study revealed wide variations and inconsistencies in the amounts of training they received
prior to becoming active academic advisors. These findings should be further addressed.
Limitations and Future Research Needs
There were limitations to this study. This study was based solely on the views of active
community college academic advisors. This study did not examine the views of adult learners
who attend community colleges. Nor did this study examine the views of community college
administrators. Future research examining the views of community college administrators is
needed. Research examining the views of community college administrators would provide a
perspective from decision makers regarding their views of the most important skills and
competencies community college academic advisors should possess in an effort to determine if
administrators’ views align with those of advisors and adult learners. Additionally, it would be
useful to gain an understanding of community college administrators’ views as they pertain to
specialized advisors advising adult learners moving forward, and if not, why? Similarly, future
research examining the views of adult learners who attend community colleges is needed. It
would be useful to gain an understanding of adult learners’ views as they pertain to specialized
advisors advising adult learners moving forward. Finally, future research examining the views of
adult learners is needed to gain an understanding of their perspectives as they relate to behavioral
aspects of academic advisors, specifically, the willingness to take the time needed to explore
cognitive approaches to advising adult learners in community colleges.
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Implications
This study adds to the body of knowledge related to advising adult learners in community
colleges. This is mainly because there is a minimal amount of information available detailing the
process of advising adult learners in community colleges. Even more, there is a minimal amount
of information available detailing this advising process from the perspectives of community
college advisors themselves. As this study demonstrates, advising adults in community colleges
differs from advising other populations of students. Consequently, in practice,


Advisors should be aware that advising methods that may be successful when
advising other populations of students, may not prove to be successful when
advising adult learners.



Advisors should be aware of the cognitive effects of adult learning to include a
personal awareness of cognitive attunement, cognitive interference, cognitive load
levels, and their effects on adult learners.

Findings from this study suggest that advisors taking the time to relate adult learners’
cognitive skills and abilities to their academic endeavors can contribute to adult learner academic
success. This study also found that active advisors feel that adult learners would be better served
by more advisors who are specially trained to advise adults. These findings can be useful to
administrators. Specifically,


Administrators should be intentional. That is, not only trying to find people who
can properly advise adult learners from a cognitive perspective, but to also
provide training sessions, reassessments, and ongoing continuing education for
advisors.
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Administrator intentionality is needed in cases of faculty advisors as well. In
community colleges that utilize instructors for advising, they too, need continuing
education to keep up to date with what is going on with today's adult learners.

This study reveals that interactions of both academic and non-academic factors can affect
adult learners in today's community colleges, and consequently, advising adult learners can
sometimes require great amounts of time. However, the study also reveals that advisors who are
willing to advise adult learners by utilizing a sometimes-time-consuming comprehensive
approach to advising are able to support and guide adult learners through problems of both an
academic and non-academic nature. These findings can add to the body of existing knowledge on
the topic of academic advising and advisors’ time. This is because these findings add one more
example to the mound of literature that illuminates the fact that not allowing the proper amount
of time to advise effectively, can hinder academic success.
Finally, this study reveals two behavioral factors that significantly impact advising adult
learners in community colleges. The first behavioral construct was advisors’ willingness to act in
times of advisee needs. The second one was, participants of this study described empathy as an
authentic primary and core behavioral aspect of an academic advisor. Though there are studies
that have addressed academic advisor skills and competencies, these studies do not focus on
empathy independently as an independent primary and core behavioral aspect of an academic
advisor (Gordon, 1994; Hughey, 2011; Menke et al., 2018), nor do they focus on the importance
of its authenticity (Lee, 2018; Stepien & Baernstein, 2006). These findings can be useful to
academic advising directors in predicting future successes of potential advisors. Last, findings
from this study also demonstrated that advisors who voluntarily act as intermediaries in
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maintaining adult learners’ cognitive attunement, contributed to adult learners’ academic
success. This type of resourcefulness was found to be a priority in this study. However, literature
on advisor competencies rates advisor resourcefulness in the lower quartile of importance as it
pertains to academic advising (Menke et al., 2018).
In sum, findings from this study suggests that adult learners are a distinct population of
students in community colleges and due to their distinction as a unique body of students, the
behavioral style aspects of academic advisors can affect the academic advising process of adult
learners in today’s community colleges just as much, if not more, that an academic advisor’s
training, skills, and competencies.
Closing Remarks
Adult learner education in community colleges involves social, psychological,
physiological, and cognitive factors. These factors can intertwine to a magnitude in which
interactions can result in positive outcomes or negative outcomes. Many negative outcomes
associated with adult learning in community colleges are centered around adult learners’ learning
and understanding, and each of these are associated with cognition. However, resolving matters
pertaining to cognition, such as finding the proper coursework and course level for an adult
learner requires time and patience, and more than not, it requires a caring academic advisor to
accomplish these tasks. Any method of advising adult learners that has the capability to limit
negative outcomes should be considered as an effective approach to advising. However, given
that many issues that adult learners grapple within community college learning environments are
associated with cognitive factors, a logical conclusion is a comprehensive holistic approach to
advising that focuses on adult learners’ cognitive abilities and results in their cognitive
attunement.
131

References
Abelman, R., & Molina, A. (2001). Style over substance revisited: A longitudinal analysis of
intrusive intervention. NACADA Journal, 21(1-2), 32-39.
ACE (2017). The post-traditional learners manifesto revisited – Aligning postsecondary
education with real life for adult student success. Washington, DC: American Council on
Education.
Annells, M. (1996). Grounded theory method: Philosophical perspectives, paradigm of inquiry,
and postmodernism. Qualitative Health Research, 6(3), 379-393.
Bailey et al., T., Bashford, J., Boatman, A., Squires, J., Weiss, M., Doyle, W., . . . Young, S. H.
(2016). Strategies for postsecondary students in developmental education—A practice guide
for college and university administrators, advisors, and faculty. Washington, DC: Institute of
Education Sciences, What Works Clearinghouse. Retrieved from https://ies.
ed.gov/ncee/wwc/PracticeGuide/23
Barnes, L. J., & Parish, R. (2017). Improving student-perceived benefit of academic advising
within education of occupational and physical therapy in the United States: a quality
improvement initiative. Journal of Educational Evaluation for Health Professions, 14(4), 15.
Bentz, A. (2018). No longer overlooked: New federal data reveal outcomes for non-traditional
college students. Retrieved from: https://evolllution.com/attractingstudents/todays_learner/no-longer-overlooked-new-federal-data-reveal-outcomes-for-nontraditional-college-students/
Berger, R. (2015). Now I see it, now I don’t: Researcher’s position and reflexivity in qualitative
research. Qualitative research, 15(2), 219-234.
132

Birks, M., Chapman, Y., & Francis, K. (2008). Memoing in qualitative research: Probing data
and processes. Journal of research in nursing, 13(1), 68-75.
Bland, S. M. (2003). Advising adults: Telling or coaching? Adult Learning, 14(2), 6-9.
Bohonos, J. (2013). Appreciating the experiences and expertise of adult students. Journal of
College Orientation, Transition, and Retention, 20(2), 133-134.
Braun, J., & Zolfagharian, M. (2016). Student participation in academic advising: Propensity,
behavior, attribution and satisfaction. Research in Higher Education, 57(8), 968-989.
Bridgen, S. (2017). Using systems theory to understand the identity of academic advising: A case
study. NACADA Journal, 37(2), 9-20.
Cai, J., Morris, A., Hohensee, C., Hwang, S., Robison, V., Cirillo, M., & Hiebert, J. (2019).
Theoretical framing as justifying. Journal for Research in Mathematics Education, 50(3),
218-224.
Carlson, S. (2020, August 4). A crusade against terrible advising. The Chronicle of Higher
Education, 33-39.
Carter, N., Bryant-Lukosius, D., DiCenso, A., Blythe, J., & Neville, A., J. (2014). The use of
triangulation in qualitative research. Oncology Nursing Forum, 41, 545–547.
Center for Community College Student Engagement. (2018). Show me the way: The power of
advising in community colleges (2018 National Report).
Charles, S. T., Mogle, J., Piazza, J. R., Karlamangla, A., & Almeida, D. M. (2020). Going the
distance: The diurnal range of cortisol and its association with cognitive and physiological
functioning. Psychoneuroendocrinology, 112, 1-8.
Charmaz, K. (2015). Teaching theory construction with initial grounded theory tools: A
reflection on lessons and learning. Qualitative Health Research, 25(12), 1610-1622.
133

Charmaz, K. (2014). Constructing Grounded Theory. SAGE.
Charmaz, K. (2006). Constructing grounded theory: A practical guide through qualitative
analysis. SAGE.
Charmaz, K. (2005). Grounded theory in the 21st century: A qualitative method for advancing
social justice research. Handbook of Qualitative Research, 3, 507-535.
Charmaz, K. (2000). Grounded theory objectivist and constructivist methods. In N. K. Denzin &
Y. S. Lincoln (Eds.), Handbook of Qualitative Research (2nd ed., pp. 509-535). SAGE.
Collins English Dictionary (2020). Attunement.
https://www.collinsdictionary.com/us/dictionary/english/attunement
Costandius, E., & Bitzer, E. (2014). Moderating emotional dimensions of learning in a visual arts
curriculum through critical citizenship education. South African Journal of Higher
Education, 28(1), 72-90.
Cook, S. (2009). Important events in the development of academic advising in the United
States. NACADA Journal, 29(2), 18-40.
Cranton, P. (1994, November/December). Self-directed and transformative instructional
development. Journal of Higher Education, 65(6), 726-744.
Creswell, J. W. (1994). Research design: Qualitative and quantitative approaches. SAGE
Publications.
Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. Theory Into
Practice, 39(3), 124-130.
Crookston, B. B. (2009). A developmental view of academic advising as teaching. NACADA
Journal, 29(1), 78-82.

134

Crookston, B. B. (1972). A Developmental View of Academic Advising As Teaching. Journal of
College Student Personnel, 13(1), 12-17.
Crotty, M. (1998). The foundations of social research: Meaning and perspective in the research
process. SAGE.
Dewey, J. (1933). How we think: A restatement of the relation of reflective thinking to the
educative process. Heath and Company.
Doyle, S. (2007). Member checking with older women: A framework for negotiating
meaning. Healthcare for Women International, 28(10), 888-908.
Eaton, T. (2020, March). Why should academic advisors care about students' sense of belonging?
Academic Advising Today, 43(1). https://nacada.ksu.edu/Resources/Academic-AdvisingToday/View-Articles/Why-Should-Academic-Advisors-Care-About-Students-Sense-ofBelonging.aspx#:~:text=Their%20level%20of%20belonging%20directly,college%20or%20p
ersist%20to%20graduation.&text=Academic%20advisors%20cannot%20control%20if,suppo
rt%20they%20provide%20their%20students.
Ellis, H. (2019). A nontraditional conundrum: The dilemma of nontraditional student attrition in
higher education. College Student Journal, 53(1), 24.
Feldon, D. F., Callan, G., Juth, S., & Jeong, S. (2019). Cognitive load as motivational cost.
Educational Psychology Review, 1-19.
Floris, M., & Cuganesan, S. (2019). Project leaders in transition: Manifestations of cognitive and
emotional capacity. International Journal of Project Management, 37(3), 517-532.
Fosnacht, K., McCormick, A. C., Nailos, J. N., & Ribera, A. K. (2017). Frequency of first-year
student interactions with advisors. NACADA Journal, 37(1), 74-86.

135

Fricker, T. (2015). The relationship between academic advising and student success in Canadian
Colleges: A Review of the Literature. College Quarterly, 18(4).
Garcia Falconetti, A. M. (2020). Academic advising in the
community college, Community College Journal of Research and Practice, 44(1), 80-82.
Gault, B., Noll, E., & Reichlin, L. (2017). The family-friendly campus imperative: Supporting
success amount community college students with children. Washington, DC: Association of
Community College Trustees (ACCT).
Gibbs, G. R. [Graham R Gibbs]. (2015, February 4). A discussion with prof Kathy Charmaz on
Grounded Theory [Video file]. https://youtu.be/D5AHmHQS6WQ
Gerjets, P., Scheiter, K., & Cierniak, G. (2009). The scientific value of cognitive load theory: A
research agenda based on the structuralist view of theories. Educational Psychology
Review, 21(1), 43-54.
Glennen, R. E. (1976). Intrusive college counseling. The School Counselor, 24(1), 48-50.
Goldman, A. I., & McGrath, M. (2015). Epistemology: A contemporary introduction. Oxford
University Press.
Gordon, V. N. (2004). The evolution of academic advising: One institution's historical
path. NACADA Journal, 24(1,2), 17-23.
Gordon, V, N. (1994). Developmental advising: The elusive ideal. NACADA Journal 14(2), 7175.
Gordon, V., & Steele, G. (2003). Undecided first-year students: A 25-year longitudinal
study. Journal of the First-Year Experience & Students in Transition, 15(1), 19-38.
Gordon, V. N., Habley, W. R., & Grites, T. J. (Eds.). (2013). Academic advising: A
comprehensive handbook. Jossey-Bass.
136

Gordon, V. N., Habley, W. R., & Grites, T. J. (Eds.). (2011). Academic advising: A
comprehensive handbook. John Wiley & Sons.
Goulding, C. (1998). Grounded theory: The missing methodology on the interpretivist
agenda. Qualitative Market Research: An International Journal, 1(1), 50-57.
Grant, C., & Osanloo, A. (2014). Understanding, selecting, and integrating a theoretical
framework in dissertation research: Creating the blueprint for your “house.” Administrative
Issues Journal: Connecting to Education, Practice, and Research, 4(2), 12–26.
Grites, T. J. (1994). From principle to practice: Pain or gain?. NACADA Journal, 14(2), 80-84.
Habley, W. R., & Morales, R. H. (1998). Advising models: Goal achievement and program
effectiveness. NACADA Journal, 18(1), 35-41.
Hale, M. D., Graham, D. L., Johnson, D. M. (2009). Are students more satisfied with academic
advising when there is congruence between current and preferred advising styles? College
Student Journal, 43(2), 313-325.
Hall, J. N. (2013). Pragmatism, evidence, and mixed methods evaluation. New Directions for
Evaluation, 2013(138), 15-26.
Hatch, D. K., & Garcia, C. E. (2017). Academic advising and the persistence intentions of
community college students in their first weeks in college. The Review of Higher
Education, 40(3), 353-390.
Hayes, S., Lindeman, L., & Lukszo, C. (2020). The Role of Academic Advisors in the
Development of Transfer Student Capital. NACADA Journal, 40(1), 49-63.
Hemwall, M. K., & Trachte, K. C. (1999). Learning at the core: Toward a new understanding of
academic advising. NACADA Journal, 19(1), 5-11.

137

Himes, H. A. (2014). Strengthening academic advising by developing a normative
theory. NACADA Journal, 34(1), 5-15.
Holmes, R. (2014). How can appreciative advising help students? Retrieved from:
http://theholmeseducationpost.com/how-can-appreciative-advising-help-students/
Hollis, L. P. (2009). Academic advising in the wonderland of college for developmental students.
College Student Journal, 43(1), 31-35.
Hughey, J. K. (2011). Strategies to enhance interpersonal relations in academic
advising. NACADA journal, 31(2), 22-32.
Illeris, K. (2017). Learning, development and education: From learning theory to education and
practice. Routledge.
Illeris, K. (2015). The development of a comprehensive and coherent theory of learning.
European Journal of Education, 50(1), 29-40.
Illeris, K. (Ed.). (2009). Contemporary theories of learning: learning theorists... in their own
words. Routledge.
Illeris, K. (2007). How we learn: Learning and non-learning in school and beyond. Routledge.
Illeris, K (2004). What is significant for adults' learning? In Radovan, M., & Đorđević, N. (Eds.)
(2004). Current issues in adult learning and motivation - 7th Adult Education
Colloquium. Slovenian Institute for Adult Education.
Illeris, K. (2003). Towards a contemporary and comprehensive theory of learning. International
Journal of Lifelong Education, 22(4), 396-406.
Jackson, L. (2019). Looking to improve students’ mental health? Ask what they need.
https://www.chronicle.com/article/Looking-to-Improve-Students/245516?cid=wcontentlist_hp_latest
138

Jaggars, S. S., & Karp, M. M. (2016). Transforming the community college student experience
through comprehensive, technology-mediated advising. New Directions for Community
Colleges, 176, 53-62.
James, William. (1907). Lecture VI. — Pragmatism's conception of truth.
https://www.gutenberg.org/files/5116/5116-h/5116-h.htm
Jarvis, P. (2002). Globalisation, citizenship and the education of adults in contemporary
European society. Compare: A Journal of Comparative and International
Education, 32(1), 5-19.
Jaschik, S. (2018, February). Independent students as the new majority. Inside Higher Ed.
https://www.insidehighered.com/quicktakes/2018/02/20/independent-students-newmajority#:~:text=A%20study%20being%20released%20today,support)%20are%20the%
20new%20majority.&text=Such%20students%20are%20more%20likely,older%20than%
20traditional%2Dage%20students.
Jobe, R. L., Lenio, J., & Saunders, J. (2018). The first year: Bridging content and experience for
online adult learners. The Journal of Continuing Higher Education, 66(2), 115-121.
Justyna, E. (2020, March). From the president: Envisioning the future of NACADA Academic
Advising Today, 43(1). https://nacada.ksu.edu/Resources/Academic-AdvisingToday/View-Articles/From-the-President-Envisioning-the-Future-of-NACADA.aspx
Kasworm, C. (2010). Adult workers as undergraduate students: Significant challenges for higher
education policy and practice. In L. W. Perna (Ed.), Understanding the working college
student: New research and its implications for policy and practice (pp. 23–42). Stylus.
Kasworm, C. E. (2006). Adult learning and adult education. The Review of Higher
Education, 29(2), 248-250.
139

Kegan, R., & Lahey, L. L. (2016). An everyone culture: Becoming a deliberately developmental
organization. Harvard Business Review Press.
King, M. C. (2002). How does advising differ at a community college from that at a four-year
institution. Retrieved from NACADA Clearinghouse of Academic Advising Resources
Web.
Klempin, S., Kalamkarian, H. S., Pellegrino, L., & Barnett, E. A. (2019). A framework for
advising reform. Academic advising in the Community College. Rowman & Littlefield.
https://ccrc. tc. columbia. edu/publications/framework-advising-reform. html.
Kirschner, P. A. (2002). Cognitive load theory: Implications of cognitive load theory on the
design of learning. Learning and Instruction, 12(1), 1-10.
Kuh, G. D. (2013). Promise in action: Examples of institutional success. New Directions for
Higher Education, 2013(161), 81-90.
Kuhn, T. L. (2008). Historical foundations of academic advising. In V. N. Gordon, W. R.
Habley, & T. J. Grites (Eds.), Academic advising: A comprehensive handbook (p. 3-16).
Jossey-Bass.
Larson, J., Johnson, A., Aiken-Wisniewski, S. A., & Barkemeyer, J. (2018). What is academic
advising? An application of analytic induction. NACADA Journal, 38(2), 81-93.
Lee, J. A. (2018). Affirmation, support, and advocacy: Critical race theory and academic
advising. The Journal of the National Academic Advising Association, 38(1), 77-87.
Lee, P. (2011). The curious life of in loco parentis at American universities. Higher Education in
Review, 8, 65-90.
Levers, M-J., D. (2013). Philosophical paradigms, grounded theory, and perspectives on
emergence. Sage Open, 3(4), 1-6.
140

Longmore, M. A. (1998). Symbolic interactionism and the study of sexuality. Journal of Sex
Research, 35(1), 44-57.
Lowenstein, M. (2014). Toward a theory of advising. The Mentor: Innovative Scholarship on
Academic Advising, 16. https://dus.psu.edu/mentor/2014/08/toward-a-theory-of-advising/
Lowenstein, M. (2009). If advising is teaching, what do advisors teach?. NACADA
Journal, 29(1), 123-131.
Lowenstein, M. (2005). If advising is teaching, what do advisors teach?. NACADA
Journal, 25(2), 65-73.
Marade, A. A., & Brinthaupt, T. M. (2018). Good and bad reasons for changing a college major:
A comparison of student and faculty views. Education, 138(4), 323-336.
Marade, A. A., Gibbons, J. A., & Brinthaupt, T. M. (2011). The role of elaboration in
songwriting success. The International Journal of Creativity & Problem Solving, 21(2),
91-106.
Mason, J. (2002). Qualitative researching. Sage.
McCalla-Wriggins, B. (2009). Integrating career and academic advising: Mastering the
challenge. NACADA Clearinghouse of Academic Advising Resources website:
http://www. nacada. ksu. edu/Resources/Clearinghouse/View-Articles/Integrating-careerand-academic-advising. aspx.
McClellan, J. L. (2007). The advisor as servant: The theoretical and philosophical relevance of
servant leadership to academic advising. NACADA Journal, 27(2), 41-49.
McDonald, M. L. (2019). Virginia Gordon: Developing Academic Advisors Through TheoryBased Intentional Training. NACADA Journal, 39(2), 30-41.

141

McGill, C. M. (2019). The professionalization of academic advising: A structured literature
review. NACADA Journal, 39(1), 89-100.
Menke, D., Stuck, S., & Ackerson, S. (2018). Assessing advisor competencies: A delphi method
study. The Journal of the National Academic Advising Association, 38(1), 12-21.
Merriam, S. B. (2002). Qualitative research in practice. San Francisco, CA: Jossey-Bass.
Merriam, S.B., Caffarella, R.S. & Baumgartner, L.M. (2007). Learning in Adulthood A
Comprehensive Guide (3rd edition). Jossey-Bass.
Mills, J., Bonner, A., & Francis, K. (2006). The development of constructivist grounded
theory. International Journal of Qualitative Methods, 5(1), 25-35.
Molina, A., & Abelman, R. (2000). Style over substance in interventions for at-risk students: The
impact of intrusiveness. NACADA journal, 20(2), 5-15.
Mu, L., & Fosnacht, K. (2019). Effective advising: How academic advising influences student
learning outcomes in different institutional contexts. The Review of Higher
Education, 42(4), 1283-1307.
Mulder, A., E. (2019). 13 ideas that are transforming the community college world, Community
College Journal of Research and Practice, (43)12, 940-943.
Murchison, B. (2018). 3 things you need to know about the shifting adult learner market.
https://www.eab.com/blogs/adult-student-marketing/2018/03/3-things-you-need-toknow-about-the-adult-learner-market
National Center for Education Statistics (2016). (2016b, May). Undergraduate enrollment.
https://nces.ed.gov/programs/coe/indicator_cha.asp
O'Banion, T. (2020). Academic advising in the community college.
Rowen & Littlefield and the American association of Community Colleges.
142

O’Banion, T. (2012). Be advised. Community College Journal, 83(2), 42-47.
O'Banion, T. (1994). An academic advising model. NACADA Journal, 14(2), 10-16.
O'Banion, T. (1972). An academic advising model. Junior College Journal, 42, 62, 64, 66-69.
Ose, S. O. (2016). Using Excel and Word to structure qualitative data. Journal of Applied Social
Science, 10(2), 147-162.
Paas, F., Renkl, A., & Sweller, J. (2003). Cognitive load theory and instructional design: Recent
developments. Educational Psychologist, 38(1), 1-4.
Pasquini, L. A., & Eaton, P. W. (2019). The# acadv community: Networked practices,
professional development, and ongoing knowledge sharing in advising. NACADA
Journal, 39(1), 101-115.
Peck, L. G., & Varney, J. (2009). Advising IS teaching: Providing adult learners with strategies
for self-advocation. NACADA Clearinghouse of Academic Advising Resources Website:
http://www. nacada. ksu. edu/Clearinghouse M, 2.
Person, A. E., Bruch, J., & Goble, L. (2019). Why equity matters for adult college completion.
Mathematica Policy Research. Retrieved from:
https://tacc.org/sites/default/files/documents/2020-02/equity_implementation_brief.pdf
Redfern, K. (2008). Appreciative advising and the nontraditional student. The Mentor: An
Academic Advising Journal, 10(4).
Reid, A. J. (1996). What we want: Qualitative research. Promising frontier for family
medicine. Canadian Family Physician, 42, 387-389.
Sapp, L. C., & Williams, S. A. (2015). Best practices in advising non-traditional
students. Academic Advising Today, 38(4). https://nacada.ksu.edu/Resources/AcademicAdvising-Today/View-Articles/Best-Practices-in-Advising-Non-traditional-Students.aspx
143

Schnotz, W., & Kürschner, C. (2007). A reconsideration of cognitive load theory. Educational
Psychology Review, 19(4), 469-508.
Schwandt, T. A. (1994). Constructivist, interpretivist approaches to human inquiry. Handbook of
Qualitative Research, 1, 118-137.
Scotland, J. (2012). Exploring the philosophical underpinnings of research: Relating ontology
and epistemology to the methodology and methods of the scientific, interpretive, and
critical research paradigms. English Language Teaching, 5(9), 9-16.
Shapiro, D., Dundar, A., Yuan, X., Harrell, A., Wild, J., & Ziskin, M. (2014). Some college, no
degree: A national view of students with some college enrollment, but no completion
(Signature Report No.7). National Student Clearinghouse Research Center.
Skorupa, K. (2002, September). Adult learners as consumers. Academic Advising Today, 25(3).
https://nacada.ksu.edu/Resources/Academic-Advising-Today/View-Articles/AdultLearners-as-Consumers.aspx
Smith, J. S., Dai, D. Y., & Szelest, B. P. (2006). Helping first-year students make the transition
to college through advisor-researcher collaboration. NACADA Journal, 26(1), 67-76.
Sogunro, O. A. (2015). Motivating factors for adult learners in higher education. International
Journal of Higher Education, 4(1), 22-37.
Steele, G., & White, E. R. (2019). Leadership in higher education: Insights from academic
advisers. The Mentor: Innovative Scholarship on Academic Advising, 21, 1-10.
Stepien, K. A., & Baernstein, A. (2006). Educating for empathy. Journal of general internal
medicine, 21(5), 524-530.
Sternberg, R. J. 1985. Beyond IQ: A Triarchic Theory of Human Intelligence. Cambridge
University Press.
144

Stormes, K. N., & Gold, G. J. (2016). Academic advising support for students on academic
probation. ideaFest: Interdisciplinary Journal of Creative Works and Research from
Humboldt State University, 1(1), 39-47.
Strommer, D. W. (1994). Constructing a new paradigm for academic advising. NACADA
Journal, 14(2), 92-95.
Sweller, J. (2010). Element interactivity and intrinsic, extraneous, and germane cognitive
load. Educational Psychology Review, 22(2), 123-138.
Sweller, J. (1994). Cognitive load theory, learning difficulty, and instructional design. Learning
and Instruction, 4(4), 295-312.
Sweller, J. (1988). Cognitive load during problem solving: Effects on learning. Cognitive
Science, 12(2), 257-285.
Sweller, J., Van Merriënboer, J. J., & Paas, F. (2019). Cognitive architecture and instructional
design: 20 years later. Educational Psychology Review, 1-32.
Sweller, J., Van Merrienboer, J. J., & Paas, F. G. (1998). Cognitive architecture and instructional
design. Educational Psychology Review, 10(3), 251-296.
Thanh, N. C., & Thanh, T. T. (2015). The interconnection between interpretivist paradigm and
qualitative methods in education. American Journal of Educational Science, 1(2), 24-27.
Thornberg, R., & Charmaz, K. (2014). Grounded theory and theoretical coding. The SAGE
Handbook of Qualitative Data Analysis, 5, 153-69.
Tobolowsky, B., & Bers, T. (2019). Stops, starts, and detours: Transfer students’ college choice
process. Community College Journal of Research and Practice, 43(8), 573-584.
Tongco, M.D.C. (2007). Purposive sampling as a tool for informant selection. Ethnobotany
Research and Applications, 5, 147-158.
145

Varney, J. (2012). Proactive (intrusive) advising. Academic Advising Today, 35(3), 1-3.
Varney, J. (2007). Intrusive advising. Academic Advising Today, 30(3), 11.
Velasco, T., Hughes, K. L., & Barnett, E. A. (2020). Trends in Key Performance Indicators
Among Colleges Participating in a Technology-Mediated Advising Reform
Initiative. Community College Research Center, Teachers College, Columbia University.
WordNet Dictionary (2020). Procrastination. https://www.websterdictionary.org/definition/Procrastination
Xu, D., & Ran, F. X. (2020). Noncredit education in community college: Students, course
enrollments, and academic outcomes. Community College Review, 48(1), 77-101.
Yilmaz, K. (2013). Comparison of quantitative and qualitative research traditions:
Epistemological, theoretical, and methodological differences. European Journal of
Education, 48(2), 311-325.
Zamawe, F. C. (2015). The implication of using NVivo software in qualitative data analysis:
Evidence-based reflections. Malawi Medical Journal, 27(1), 13-15

146

Appendix A
Invitation Letter
Hello,
My name is Angelo Marade. I am currently conducting a study examining the process of
academic advising in community colleges. The purposive-sampling selection process for
participation in this study is based on advisor participants being currently active in the field of
advising at community colleges. That being said, in order to accomplish the task of randomly
seeking out active advisors in the field, I have randomly contacted you via the NACADA listserv
system.
My study is relying solely upon this method of participant selection because the input of
advisors currently advising in the field is the most relevant and applicable to a study examining
the process of academic advising. Consequently, your agreeing to participate would be greatly
appreciated.
Your participation would involve you participating in a 45-60 minute virtual interview
the Zoom digital application. The interview will involve discussing your views of the academic
advising process at community colleges. In regards to the privacy aspects of the study, I
emphasize that this study is not concerned with the name or specific location of the community
college. Nor is the study concerned with the names of the academic advisors. Consequently, your
participation in the study will be anonymous.
Finally, in appreciation of contributions to the study, a complimentary $25.00 Gift-card is
being offered to each participant who participates in the study. If you feel that you would like to
participate in this study, and you could be available for an approximate 45-60 minute virtual
interview at your convenience, once again, I would greatly appreciate your participation. If you
are interested, please contact me by email at: amarade@memphis.edu.
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Appendix B
Modified Invitation Letter
Hello,
My name is Angelo Marade. I am currently conducting research examining the process of
academic advising in community colleges. The purposive-sampling selection process for
participation in this study is based on advisor participants being currently active in the field of
advising at community colleges. That being said, in order to accomplish the task of randomly
seeking out active advisors in the field, I have compiled a list of 2-year college advisors by
means of examining online information and 2-year colleges’ public websites, and I am randomly
contacting you as a result of those activities.
My study is relying solely upon this method of participant selection because the input of
advisors currently advising in the field is the most relevant and applicable to a study examining
the process of academic advising. Consequently, your participation would be greatly appreciated.
Your participation would involve you participating in a 45-60 minute virtual interview via
the Zoom digital application. The interview will involve discussing your views of the academic
advising process at community colleges. In regards to the privacy aspects of the study, I
emphasize that this study is not concerned with the name or specific location of the community
college. Nor is the study concerned with the names of the academic advisors.
Finally, in appreciation, as compensation for your time, a $25.00 Gift-card is being offered
to each participant who participates in the study. If you feel that you would like to participate in
this study, and you could be available for an approximate 45-60 minute virtual interview at your
convenience, once again, I would greatly appreciate your participation. If you are interested,
please contact me by email at: amarade@memphis.edu.
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Appendix C
Informed Consent Form
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Appendix D
Interview Questions
1. How would you describe your training and learning as it relates to academic advising?
2. How long have you been an academic advisor?
3. How many students do you advise, are they all adult learners aged 25+ years?
4. Please walk us through a typical day of your advising activities?
5. Are you at liberty to apply any advising methods that you feel are fit for a given situation?
6. What advising model do you adhere to?
7. Based on your current experience, what are the most important skills and competencies an
advisor should possess for advising adult students?
8. Have you experienced any surprises in the field that were not addressed during your training
to be an academic advisor?
9. Are their times when your advising load interferes with your ability to address the advising
needs of adult students?
10. Are their times when your other commitments, meetings, paperwork, etc... interferes with
your time to address the advising needs of adult students?
11. In your view, what are some risks of adult students being ill-advised?
12. Please walk us through some typical experiences of advising adults from their start of college
(first meeting) through graduation?
13. Are there any specific areas of advising that adult learners are more attentive to than others?
14. If you could make any changes to today's advising process with respect to adult students in
community colleges, what would those changes be?
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Appendix E
IRB Approval Form
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Appendix F
IRB Approval Form for Modification to Study
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